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There  are  a  growing  number  of  scholars  who  argue  that  statistics  alone  do  not  
provide  an  accurate  depiction  of  Aboriginal  education  and  instead  focus  on  successful  
education  practices  in  Aboriginal  communities  and  schools.  I  add  to  this  discussion  by  
focusing  on  the  teaching  practices  of  experienced  First  Nations  educators  and  non-­Native  
allies  who  have  successfully  created  lessons  and  programs  that  have  developed  First  
1DWLRQVVWXGHQWV¶DFDGHPLFVNLOOVZKLOHUHPDLQLQJFXOWXUDOO\UHOHYDQW7KHPDLQTXHVWLRQ
within  this  thesis  is:  What  do  experienced  educators  (First  Nations  and  allies)  believe  that  
non-­Native  teachers  should  know  about  planning  and  teaching  First  Nations  students  in  
remote  communities  in  northern  Ontario?  Results  gathered  through  semi-­structured  
interviews  are  presented  in  four  sections  that  connect  student  success  with:  who  the  
teacher  is;;  cultural  integration  through  language  and  land;;  professional  characteristics  and  
willingness  to  learn;;  and  the  development  of  culturally  responsive  lessons  and  evaluation  
practices.  The  findings  encourage  educators  to  re-­evaluate  their  pedagogical  framework  
to  create  a  learning  environment  that  places  First  Nations  epistemology  in  the  forefront  
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Chapter  1:  Introduction  
   In  this  chapter  I  begin  by  sharing  my  personal  story  with  a  disclosure  of  who  I  am,  
and  a  reflection  of  my  personal  motives  for  conducting  this  study  in  order  to  develop  a  
respectful  research  project  within  the  field  of  Aboriginal  education  (Kovach,  2009;;  Max,  
2005).  As  part  of  the  process  of  sharing  my  story  I  situate  myself  as  it  outlines  the  
SULYLOHJHDWWDFKHGWRP\VNLQFRORXUDQGHYHQP\³FRPSOLFLW\LQWKHFRORQLDOV\VWHP´
(Max,  2005,  p.  86).  In  her  book  Decolonizing  Methodologies,  Smith  (1999)  provides  a  
series  of  guiding  questions  to  aid  cross-­cultural  research;;  these  questions  are:  
Who  defined  the  research  problem?  For  whom  is  this  study  worthy  and  relevant?  
Who  says  so?  What  knowledge  will  the  community  gain  from  this  study?  What  
knowledge  will  the  researcher  gain  from  this  study?  What  are  some  likely  positive  
outcomes  from  this  study?  What  are  some  possible  negative  outcomes?  How  can  
the  negative  outcomes  be  eliminated?  To  whom  is  the  researcher  accountable?  
What  processes  are  in  place  to  support  the  research,  the  researched  and  the  
researcher?  (p.  173)    
  
The  first  three  sections  reflect  upon  6PLWK¶Vguiding  questions  while  
providing  an  overview  of  the  study,  terminology  and  significance  of  this  research.    
1.1      Situating  myself  
I  am  a  Euro-­Canadian  woman,  originally  from  a  small  village  in  a  farming  district  
in  Southern  Ontario.  My  partner  is  an  Ojibwa  man  originally  from  a  fly-­in  community  in  
northern  Ontario;;  together  we  have  three  boys.  In  my  personal  life,  my  family  has  
influenced  this  research  through  their  support,  their  examples  of  success,  and  their  
difficulties  transitioning  from  a  First  Nations  school  in  a  remote  northern  community  to  
the  education  system  in  an  urban  community.      
In  2005  I  was  hired  as  a  teacher  in  a  fly-­in  community  in  northern  Ontario.    I  
prepared  myself  for  teaching  in  an  isolated  First  Nations  community  by  taking  courses  in  




the  education  program  that  were  reflective  of  this  goal,  such  as  Aboriginal  education  and  
Teaching  in  an  isolated  community.  I  learned  a  great  deal  from  these  courses;;  however,  I  
did  not  realize  how  much  more  training  was  needed  until  I  began  teaching.  The  first  
critical  issue  I  learned  when  I  prepared  to  work  in  a  First  Nations  community  was  that  
when  a  community  DVVXPHGµFRQWURO¶RIHGXFDWLRQWKURXJKEand-­run  schools  their  
teachers  lost  job  security  and  employment  benefits  enjoyed  by  their  counterparts  in  the  
provincial  school  system  (Bell,  2004).  It  was  disappointing  to  know  that  my  work  as  a  
teacher  would  not  count  toward  teacher  seniority  or  transfers  in  workplace,  and  did  not  
include  union  protection.  Despite  these  factors,  it  did  not  turn  me  away  because  it  was  my  
goal  to  work  in  a  northern  First  Nations  community.      
Once  I  arrived,  I  was  immediately  told  by  the  principal  to  prepare  my  lessons  for  
students  who  work  below  their  grade  levels.  It  was  not  until  more  recently  that  I  learned  
to  recognize  the  harm  that  educators  inflict  upon  the  advancement  of  Aboriginal  
education  when  they  attribute  their  students¶  educational  difficulties  to  their  culture  or  
community.  Orlowski  (2008)  refers  to  ³WKHFXOWXUDO-­deficit  GLVFRXUVH´  which  is  often  
heard  when  non-­Native  HGXFDWRUV³GHVFULEHDQDWWLWXGLQDOIODZLQ$ERULJLQDOFXOWXUHV
WRZDUGHGXFDWLRQ´SWhen  I  began  to  prepare  the  classroom  for  the  beginning  of  
the  school  year  I  came  upon  a  letter  from  a  teacher  who  had  taught  in  that  classroom  a  
few  years  before  I  arrived.  The  letter  was  addressed  to  the  new  teacher  of  the  classroom,  
and  was  filled  with  tips  and  ideas  to  help  in  the  transition  to  teaching  in  the  community.  
What  I  remember  most  about  finding  that  letter  was  the  care  that  this  teacher  had  for  his  
previous  students  and  future  students  of  the  school;;  he  felt  the  need  to  share  his  




experience  with  any  new  teacher  in  order  to  continue  quality  education  in  the  turnover  of  
teachers.    
Within  the  first  week,  I  came  to  the  realization  that  almost  everything  I  knew  
about  education  was  not  working:  I  realized  that  a  one-­size-­fits-­all  attitude  toward  
education  was  not  going  to  work.  The  students  were  struggling  and  I  had  the  sinking  
feeling  that  I  was  failing  as  a  teacher  if  I  could  not  provide  quality  instruction.  Reflecting  
on  this  experience,  I  recognize  that  I  was  fortunate  to  be  surrounded  by  numerous  co-­
workers  who  guided  me,  supported  me  and  helped  me  to  connect  the  content  of  my  
lessons  with  culturally  relevant  material,  and  to  connect  the  events  of  the  community  with  
the  day  to  day  instruction  and  expectations.  I  was  very  fortunate  to  be  surrounded  by  
Native  and  non-­Native  educators  with  extensive  knowledge  and  experience  in  First  
Nations  education.  These  educators  did  not  have  to  help  me,  nor  was  it  within  their  job  
description;;  they  took  it  upon  themselves  to  be  of  service  to  me  and  others  who  needed  it  
and  would  accept  it.  I  realized  that  I  needed  to  learn  from  my  mistakes,  learn  from  those  
around  me,  and  most  importantly  recognize  that  my  learning  journey  was  just  beginning.      
One  of  my  co-­workers,  a  local  community  member,  was  more  aware  than  me  of  
the  rhythm  and  ups  and  downs  of  the  events  within  the  community  and  the  effect  they  
had  on  her  students  in  the  classroom.  She  always  knew  how  to  navigate  her  instruction  
and  learning  activities  based  upon  the  feelings  and  capabilities  of  her  students  throughout  
the  year.  As  an  outsider  I  often  did  not  know  the  happenings  of  the  community  until  after  
a  co-­worker  let  me  know.  After  reading  many  scholars  and  organizations  who  discuss  the  
importance  of  holistic  education  in  Aboriginal  education  (e.g.,  Canadian  Council  on  
Learning  [CCL],  2009;;  Corbiere,  2000;;  Gay,  2002;;  Swanson,  2003;;  Watt-­Cloutier,  2000),  




I  realize  that  many  of  my  co-­workers  naturally  integrated  a  holistic  approach  to  their  
teaching  without  formally  announcing  their  intentions.  They  knew  how  all  aspects  of  a  
person¶s  day  to  day  life  affected  their  education  and  recognized  the  need  to  adjust  their  
day  based  upon  the  needs  of  the  students.    
When  teaching  occurred  in  the  school,  I  felt  frustrated  when  students  repeatedly  
came  to  class  late,  were  unprepared  to  work,  and  forgot  or  lost  their  school  work.  It  was  
not  until  I  began  taking  students  out  onto  the  land  and  into  the  community  for  different  
learning  activities  that  I  immediately  noticed  a  significant  difference.  Not  one  single  
student  missed  these  classes,  nobody  was  ever  late,  and  everybody  was  prepared  for  the  
excursion  with  all  proper  resources.  I  also  noticed  that  every  student  fully  participated  in  
the  activities,  was  engaged  with  the  lessons,  and  were  teaching  me  a  thing  or  two  as  well.  
I  noticed  that  students  enjoyed  these  lessons,  were  excited  to  participate  and  felt  more  
comfortable  as  the  learning  experiences  were  relatable  to  their  personal  life  experiences;;  
perhaps  because  they  could  relate  to  the  school  activities,  academic  skills  came  more  
naturally.    
Through  these  experiences  I  began  to  recognize  that  the  blame  for  student  
difficulties  could  not  solely  rest  on  the  students;;  instead,  I  had  to  question  my  own  
teaching,  and  evaluate  the  activities  and  instruction  that  worked  well  and  determine  what  
did  not  work  well.  I  began  to  question  why  there  was  a  lack  of  interest  in  some  of  the  
school  subjects,  and  why  there  was  a  lack  of  engagement  with  class  activities  along  with  
general  difficulties  in  school  preparations.  Most  importantly,  I  began  to  look  at  myself  
and  attempt  to  find  out  how  I  could  ensure  that  I  was  developing  quality  lessons  on  a  day  




to  day  basis.  How  could  I  encourage  students  to  demonstrate  their  abilities,  intelligence,  
creativity,  and  personal  strengths?      
It  was  these  questions,  experiences  and  realizations  that  stayed  with  me  when  I  
made  my  decision  to  begin  my  Master¶s  of  Education.  Within  my  courses,  I  had  the  
opportunity  to  learn  how  colonization  and  worldviews  have  a  direct  influence  on  
education  and  research.  I  am  a  non-­Native  woman  from  Southern  Ontario  raised  with  a  
Eurocentric  worldview,  working,  in  part,  on  exploring  and  understanding  an  Anishnawbe  
worldview.  I  set  out  to  build  a  research  framework  that  is  authentic,  respectful  and  
truthful  to  First  Nations  education  and  I  am  not  the  first  to  struggle  with  this  challenge;;  
Max  (2005)  unveils  her  concerns  while  conducting  research:    
Although  I  may  learn  about  Aboriginal  worldviews  and  perspectives,  I  know  that  
I  still  view  the  world  through  a  Eurocentric  lens.  Any  research  that  I  conduct  in  
Aboriginal  communities  would  be  influenced  by  my  different  values,  cultural  
beliefs,  language,  structures  of  power,  and  a  different  conceptualization  of  things  
such  as  time,  space,  and  subjectivity.  (p.  86)    
  
I  share  my  story  not  as  an  example  of  µsuccess¶  but  rather  as  a  necessary  
reflection  on  my  journey  to  decolonization  and  openness.  I  share  my  own  continued  
journey  of  listening  and  learning  as  it  is  my  hope  to  support  successful  education  
practices  for  the  benefit  of  First  Nations  children  including  my  own  sons.  It  was  this  
realization  and  experience  that  has  guided  me  to  my  research  topic  within  this  thesis.  
1.2    Aboriginal  education  and  non-­Native  teachers  
In  1996,  the  Royal  Commission  on  Aboriginal  Peoples  [RCAP,  Vol.  3]  
recommended  that  Aboriginal  education  become  rooted  in  Aboriginal  cultures,  
community  and  traditional  values.  It  states  that  ³$ERULJLQDOFKLOGUHQDUHHQWLWOHGWROHDUQ
DQGDFKLHYHLQDQHQYLURQPHQWWKDWVXSSRUWVWKHLUGHYHORSPHQWDVZKROHLQGLYLGXDOV´DQG





442).  There  is  no  doubt  that  the  concerted  efforts  to  improve  education  for  First  Nations  
students  have  brought  about  many  changes  including  ³RQJRLQJGHYHORSPHQWRI
alternative  teaching  and  administrative  strategies´+DUSHUp.  144),  the  increase  of  
First  Nations  community  controlled  schools,  the  increase  of  qualified  First  Nation  
educators,  as  well  as  the  sincere  efforts  to  encourage  holistic  improvements  for  First  
Nation  students  living  on  reserve  (Bell,  2004).  These  changes  are  not  without  evident  
challenges  such  as  the  large  percentage  of  Aboriginal  students  not  graduating,  lack  of  
funding,  difficulties  in  obtaining  culturally  appropriate  resources,  and  a  high  turnover  rate  
of  educators  (Bell,  2004;;  Mendelson,  2008).    
While  there  are  increasing  numbers  of  First  Nation  educators  in  northern  remote  
communities,  there  continues  to  be  a  large  percentage  of  non-­Native  teachers  who  teach  
in  these  communities  as  well  (Anderson,  Horton,  &  Orwick,  2004;;  Harper,  2000;;  RCAP  
Vol.  3,  1996;;  Taylor,  1995).  As  First  Nation  communities  assert  ownership  over  
curriculum  and  implement  their  vision  of  education,  the  role  of  non-­Native  teachers  
needs  to  be  clearly  defined  and  followed  in  order  to  be  in  sync  with  First  Nations  
educators  and  communities.  This  partnership  will  help  eliminate  potentially  damaging  
education  practices  (Tompkins,  1998)  and  will  ensure  that  students  will  no  longer  have  to  
face  the  choice  of  assimilation  or  dropping  out  (Kanu,  2011).  Teacher  education  
programs  are  an  important  part  of  the  process  of  preparing  non-­Native  teachers  to  be  
culturally  responsive  and  to  be  willing  to  become  partners  with  First  Nations  schools;;  
they  are  only  one  part  of  the  process.    




$WHDFKHU¶VYDOXHVFDSDFLW\DQGLQWHUDFWLRQin  and  out  of  a  school  affect  a  
student¶s  comfort,  self-­image  and  academic  achievement  (Kanu,  2011;;  RCAP  vol.  3,  
1996;;  Taylor,  1995)  as  well  as  affect  a  school¶s  atmosphere,  vitality  and  level  of  
community  support  (Taylor,  1995).  When  non-­Native  teachers  understand  their  role  in  
the  community  it  will  help  to  increase  successful  practices  in  their  teaching.  If  teachers  
view  the  community  as  only  a  temporary  home  it  may  influence  them  not  to  interact  
socially  with  community  members  and  vice-­versa  (Taylor,  1995;;  Tompkins,  1998).    
To  be  successful  in  forging  a  partnership,  non-­Native  teachers  will  be  faced  with  
opportunities  for  learning  and  growth  throughout  their  career  in  First  Nations  education.  
It  cannot  be  assumed  that  all  First  Nations  people  and  communities  have  the  same  values,  
lifestyle,  cultural  norms  and  practices;;  however,  teachers  can  be  aware  of  the  widespread  
values  of  community  involvement,  and  the  benefits  of  holistic  teaching.  Teachers  can  
also  learn  about  culture  shock  and  the  rewards  of  encountering  new  and  different  ways  of  
living  (Taylor,  1995;;  Tompkins,  1998).    
First  Nations  communities  in  northern  Ontario  continue  to  be  impacted  by  
colonialism  resulting  in  deplorable  social-­economic  conditions,  with  high  rates  of  poverty,  
suicide,  and  violence  (Frideres  &  Gadacz,  2008;;  Bopp,  Bopp  &  Lane,  2003).  Though  the  
social-­economic  context  of  a  community  impacts  education  achievement1,  my  focus  in  
this  research  is  on  the  role  of  non-­Native  teachers  in  First  Nations  communities  and  what  
is  achievable  through  the  development  of  culturally  responsive  lessons.  In  this  research  I  
do  not  want  to  contribute  to  erroneous  generalizations  about  First  Nations  communities;;  
                                                                                                
1  For  more  information  on  some  of  the  challenges  within  First  Nations  education  in  northern  Ontario  refer  
WR1LVKQDZEH$VNL1DWLRQ¶VUHSRUWRQWKHFKDOOHQJHVDQGQHHGVRINLNLQDKDPDDJHZLQHGXFDWLRQE\
1LVKQDZEH$VNL1DWLRQ)RULQIRUPDWLRQRQSRYHUW\¶VLPSDFWRQHGXFDWLRQUHIHUWR/HYLQ%
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rather,  to  encourage  teachers  to  recognize  that  learning,  resources  and  continued  training  
can  and  must  occur  within  each  community  guided  by  experienced  educators  -­  local  
community  members  who  have  been  working  in  their  community  and  want  the  best  for  
the  children  in  their  community.  
1.3  Background  of  remote  First  Nation  communities  in  northern  Ontario  
  
Northern  Ontario  is  defined  as  the  350,000  square  miles  that  lie  ³north  of  a  line  
drawn  from  the  confluence  of  the  Mattawa  and  Ottawa  rivers  (at  the  Quebec  border,  east  
RI/DNH1LSLVVLQJVRXWKZHVWWRWKHPRXWKRIWKH)UHQFK5LYHURQ*HRUJLDQ%D\´
(Northern  Ontario,  2011).  In  this  research,  the  focus  is  on  preparing  non-­Aboriginal  
teachers  to  teach  in  the  remote  northern  First  Nation  communities  of  northern  Ontario.  
According  to  Statistics  Canada  (2006)  there  are  615  government  recognized  First  Nations  
communities  in  Canada,  126  of  these  in  Ontario.  The  First  Nation  communities  within  
Treaties  9  and  5,  also  known  as  Nishnawbe  Aski  Nation  (NAN),  consist  of  49  
communities  with  a  total  population  of  45,000  people  (including  community  members  
living  outside  the  communities).  The  traditional  language  is  Cree  in  the  east,  Oji-­Cree  in  
the  west,  and  Ojibway  in  the  central-­south  area  (Nishnawbe  Aski  Nation,  2011).    
Many  of  the  communities  do  not  have  year  round  road  access;;  most  are  fly-­in  
communities  with  limited  road  use  except  for  the  two  to  three  months  that  a  winter  road  
may  be  available  with  weather  dictating  road  conditions,  and  length  of  availability.  I  
found  the  winter  road  to  be  unlike  any  road  that  I  have  travelled  on  in  Ontario.  
Depending  on  the  road  conditions  and  weather  a  200  km  trip  can  take  10-­12  hours.  Air  
travel  can  also  be  limiting  as  flights  cost  between  CAD$300  to  CAD$1000  per  person  for  
a  one  way  trip  to  Thunder  Bay,  Ontario  (Wasaya  Airways,  2011).    




1.4    Overview  of  the  study  
  
The  purpose  of  this  study  is  to  present  information  that  can  help  non-­Native  
teachers  to  learn  from  experienced  educators  and  to  become  successful  educators  in  
remote  First  Nations  communities.  This  study  reviews  the  teaching  practices  of  educators  
who  have  successfully  created  lessons  and  programs  that  have  developed  First  Nations  
stuGHQWV¶academic  skills  while  remaining  culturally  relevant  ±  and  to  discover  how  they  
learned  to  do  this.  In  this  study,  I  had  conversations  with  First  Nations  and  allied2  
educators  who  are  experienced  in  their  field,  who  have  worked  in  remote  First  Nations  
communities  in  northern  Ontario  (including  northern  Manitoba)  and  have  mentored  
(formally  or  informally)  non-­Native  educators.  I  have  given  the  participants  the  title  of  
µH[SHUW¶LQWKLVWRSLFWRHPSKDVL]HWKHNQRZOHGJHDQGH[SHUWLVHWKDWH[LVWVLQ)LUVW  
Nations  communities  in  northern  Ontario;;  it  is  important  that  I  make  it  clear  that  the  
participants  did  not  make  this  assertion  themselves.  I  spoke  with  participants  in  person  or  
by  telephone,  using  open-­ended  questions  in  order  to  allow  participants  to  respond  in  the  
form  that  was  most  comfortable  to  them.  By  using  a  semi-­structured  method  (i.e.  having  
a  conversation  with  the  interviewees)  I  attempted  to  provide  ³VSDFHWLPHDQGDQ
environment  for  participants  to  share  their  story  in  a  manner  that  they  cDQGLUHFW´  
(Kovach,  2009,  p.  124).    
This  thesis  is  separated  into  5  chapters  as  follows:  Chapter  1:  Introduction  and  
Background:  Here  I  introduce  myself  and  how  I  came  to  this  topic.  I  briefly  discuss  the  
current  state  of  Aboriginal  education  and  the  role  of  non-­Native  educators  within  First  
Nations  education  today.  Chapter  2:  Literature  Review:  Here  I  examine  the  history  of  
                                                                                                
2  Allies  DUHSHRSOHZKRUHFRJQL]HWKHXQHDUQHGSULYLOHJHWKH\UHFHLYHIURPVRFLHW\¶VSDWWHUQVRILQMXVWLFH
and  take  responsibility  for  changing  these  patterns  (retrieved  from  www.becominganally.ca).  




Aboriginal  education  and  its  relevance  to  current  practices.  I  review  the  current  trends  in  
research  as  well  as  highlight  the  successful  practices  already  in  place  in  many  schools  
across  Canada.  I  conclude  this  chapter  with  a  focus  on  non-­Native  educators¶  experience  
in  Aboriginal  education  to  argue  for  the  need  for  the  current  research.  Chapter  3:  
Methodology:  Here  I  describe  my  research  approach  and  how  Indigenous  Methodologies  
influenced  my  research.  Chapter  4:  Findings  and  Discussion:  Here  I  present  the  narratives  
from  conversations  within  the  semi-­structured  interviews  and  discuss  emerging  themes  as  
I  present  them.  Chapter  5:  Conclusion:  I  conclude  with  a  summary  of  my  findings  and  
discuss  further  recommendations  related  to  the  issues  within  this  study.  
1.5    Terminology  
Aboriginal  peoples  in  Canada  are  specifically  referred  to  as  First  Nations,  Inuit,  
and  Métis  -­  WKHVHDUHWKH³WKUHHPDLQJURXSVUHFRJQL]HGE\WKH&RQVWLWXWLRQ$FWRI´
(Kanu,  2011,  p.  28).  In  this  thesis,  the  words  Indigenous,  Native,  Aboriginal,  Anishnawbe  
and  First  Nations  are  all  used  by  various  scholars  in  the  materials  cited  and  where  
appropriate  will  be  used  interchangeably.  The  use  of  such  words  is  not  done  without  the  
awareness  that  these  words  are  WKHFRORQLDOFUHDWLRQWKDW³FROOHFWLYL]HVGLVWLQFWJURXSVRI
SHRSOHV´,VHNH-­Barnes,  2008,  p.  124).  I  will  identify  a  distinct  culture  and/or  community  
when  possible  in  order  to  be  respectful  and  eliminate  generalizations  of  cultural  groups  
across  Canada.  Hampton  (1995)  says  that:  
  No  name  encompasses  a  people,  and  none  is  truly  accurate.  Correctness  is  not  
nearly  so  important  to  me  as  accuracy  in  feeling  as  well  as  in  fact.  But  many  of  
my  words  and  thoughts  were  first  spoken  by  my  many  teachers,  and  I  cannot  
disentangle  those  words  that  I  now  hear  in  my  own  voice.  (p.  6)      
  
I  began  this  research  using  the  word  Aboriginal  to  describe  all  First  Nations  
people  but  have  come  to  realize  the  importance  of  being  specific  and  referring  to  




individuals  as  First  Nation  or  Anishnawbe  when  discussing  communities  or  individuals  in  
northern  Ontario.    
1.6    Research  Statement  
The  purpose  of  this  thesis  is  to  examine  the  teaching  practices  of  educators  who  
have  been  successful  in  creating  programs,  resources  and  lessons  that  encourage  success  
amongst  First  Nations  students  in  northern  remote  communities  with  the  intent  of  
communicating  this  knowledge.  The  main  research  question  is:  What  do  experienced  
educators  (First  Nations  and  allies)  believe  that  non-­Native  teachers  should  know  about  
planning  and  teaching  First  Nations  students  in  remote  communities  in  northern  Ontario?  
It  is  in  part  a  response  to  previous  research  that  identified  some  of  the  challenges  of  
teaching  addressed  by  non-­Native  teachers  in  remote  Aboriginal  communities  (Agbo,  
2006,  2007;;  Berger  &  Epp,  2007;;  Harper,  2000).  I  interviewed  First  Nations  educators,  
non-­Native  educators  identified  as  allies,  and  First  Nations  community  members  who  
have  provided  mentorship  to  new  teachers.  Hampton  (1995)  describes  the  connection  
EHWZHHQPHPRU\DQGOHDUQLQJKHHQFRXUDJHVUHVHDUFKHUVWRUHFRJQL]HWKDW³PHPRU\
FRPHVEHIRUHNQRZOHGJH´SDQGWKDW³UHVHDUFKLVDERXWOHDUQLQJ´S  48)  and  a  way  
of  finding  things  out.  My  memory  of  those  who  were  influential  in  my  teaching  
experience  is  connected  to  my  desire  to  pursue  this  topic.  
1.7    Expected  positive  outcomes  from  this  study  
I  believe  that  several  positive  outcomes  will  derive  from  this  research.  
PDUWLFLSDQWV¶UHIOHFWLRQRQWKLVWRSLFPD\KHOSenhance  their  future  mentorship  of  non-­
Native  teachers  working  in  an  Anishnawbe  context  (though  I  believe  they  are  already  
excellent).  The  findings  may  help  to  guide  non-­Native  teachers  to  learn  from  experienced  




educators  in  this  specific  context,  and  perhaps  in  other  cross-­cultural  contexts.  This  work  
demonstrates  the  value  of  First  Nations  HGXFDWRUV¶H[SHULHQFHLQHGXFDWLRQ,  and  
highlights  how  listening  to  the  experiences  of  successful  educators  helps  other  educators  
to  learn  about  culturally  responsive  education  (Goulet,  2001).  
1.8    Limitations  
My  beliefs,  opinions,  prejudices,  biases,  background  knowledge  and  comfort  level  
may  have  influenced  the  questions  and  answers  during  conversations  and  in  the  narratives.  
Given  the  time  and  resource  constraints  inherent  in  this  PDVWHU¶VUHVHDUFK,  it  was  not  
possible  to  build  an  ideally  open  and  trusting  relationship,  especially  in  a  cross-­cultural  
context,  with  each  of  the  research  participants.        
1.9    How  can  the  limitations  be  addressed?  
I  began  by  interviewing  participants  who  I  have  known  personally  and  where  an  
established  relationship  and  trust  had  already  been  developed.  Participants  that  I  recently  
met  I  attempted  to  establish  trust  with  by  conducting  semi-­structured  interviews  ±  
allowing  room  for  conversation  and  for  participants  to  influence  the  direction  of  the  
interview.  I  provided  the  background  information  about  my  research  along  with  the  
research  questions  to  participants  prior  to  the  conversations  to  provide  time  to  reflect  on  
what  they  would  like  to  share.  I  also  sent  a  copy  of  the  transcript  by  email  back  to  
participants  to  review  and  to  make  changes  and/or  additions  to  their  responses.  I  then  
made  the  necessary  changes  from  their  feedback.  These  steps  are  important  as  it  is  the  
UHVHDUFKHU¶V  responsibility  to  ensure  that  accurate  voice  and  representation  is  presented  
(Castellano,  2004;;  Kovach,  2009;;  Sefa  Dei,  2005).    
  
  




Chapter  2:  Literature  Review  
  
Research  within  Aboriginal  education  is  often  focused  on  the  decade  long  gap  in  
graduation  rates  for  Aboriginal  learners  in  Canada.  According  to  Statistics  Canada  (2006),  
33  percent  of  Aboriginal  people  between  the  ages  of  25  -­  54  do  not  have  a  high  school  
education.  This  is  significant  more  than  the  13  percent  of  non-­Aboriginal  people  within  
the  same  age  range  who  do  not  have  a  high  school  education.  Many  researchers  have  
undertaken  the  task  of  uncovering  credible  reasons  for  the  lack  of  advancement  in  the  
graduation  rate  for  Aboriginal  learners  (e.g.,  Friderez  &  Gadacz,  2008;;  Kirkness,  1998;;  
Mendelson,  2008;;  Throner  &  Frohn-­Nielsen,  2010).  Within  this  task  there  are  also  a  
growing  number  of  scholars  who  argue  that  statistics  do  not  provide  an  accurate  depiction  
of  Aboriginal  education  and  instead  focus  on  Aboriginal  communities,  schools,  and  
resources  that  have  demonstrated  success  in  academic  achievement  and  cultural  
preservation  (e.g.,  Anuik,  Battiste  &  George,  2010;;  Bell,  2004;;  Fulford,  2007;;  Tompkins,  
1998).  I  add  to  this  discussion  by  focusing  on  the  needs  of  non-­Native  educators  who  
teach  in  isolated  communities  in  northern  Ontario  and  thus  have  a  role  to  play  in  the  
advancement  of  First  Nations  education.  Non-­Native  teachers  need  guidance,  role  models,  
and  resources  to  help  guide  them  into  providing  culturally  responsive  programs  (Gay,  
2002;;  Tompkins,  1998).  This  literature  review  examines  the  history  of  Aboriginal  
education  and  its  connection  to  current  Aboriginal  education  practices.  It  explores  the  
initiatives  of  scholars  and  educators  in  Aboriginal  education  highlighting  the  progress  
achieved  in  some  of  the  Aboriginal  communities  and  schools  across  Canada.  It  concludes  
with  a  look  at  the  existing  research  about  non-­Native  educators  in  these  settings,  along  
with  a  discussion  of  how  my  research  will  extend  the  knowledge  in  this  area.    




2.1    History  
In  this  section  I  briefly  review  the  history  of  Aboriginal  education  in  Canada,  
making  connections  to  the  current  state  of  Aboriginal  education.  I  explore  two  key  points:  
1)  that  despite  the  policy  changes  that  have  occurred  in  Aboriginal  education  there  has  
been,  and  remains  a  continual  prevention  of  Aboriginal  control  of  education  (White  &  
Peters,  2009);;  and  2)  That  the  re-­examination  of  the  history  of  Aboriginal  education  is  a  
key  part  of  non-­Native  WHDFKHUV¶PXFKQHHGHGUH-­education  and  personal  decolonization  
(Strong-­Wilson,  2007).  Non-­Aboriginal  teachers  are  responsible  for  their  own  
contributions  to  the  advancement  of  Aboriginal  education  and  must  work  in  partnership  
with  Aboriginal  communities  to  stop  HGXFDWLRQIURPEHLQJ³DQLQVWUXPHQWRIRSSUHVVLRQ´
RUDZHDSRQDJDLQVW³)LUVW1DWLRQV¶FXOWXUHDQGODQJXDJH´0HQGHOVRQS  
Non-­Aboriginal  teachers  are  advised  to  go  through  their  own  personal  
decolonization  process  (Costello,  2011;;  Iseke-­Barnes,  2008;;  Strong-­Wilson,  2007).  A  re-­
examination  of  Aboriginal  education  can  aid  non-­Aboriginal  teachers  in  reducing  their  
own  personal  biases,  can  improve  Euro-­Canadians¶  views  of  Aboriginal  culture  and  
communities,  and  can  help  provide  an  understanding  of  the  changes  in  Aboriginal  
education.  Smith  (1999)  also  advocates  for  the  process  of  re-­visiting  history.  She  explains  
that  examining  history  is  important  for  understanding  the  present  and  colonization.  Smith  
(1999)  argues  that  Indigenous  people  need  to  know  that:  
The  past  has  been  part  of  the  critical  pedagogy  of  decolonization.  To  hold  
alternative  histories  is  to  hold  alternative  knowledges.  The  pedagogical  
implication  of  this  access  to  alternative  knowledges  is  that  they  can  form  the  
basis  of  alternative  ways  of  doing  things.  Transforming  our  colonized  views  of  
RXURZQKLVWRU\«UHTXLUHVXVWRUHYLVLWVLWHE\VLWHRXUKLVWRU\XQGHU:HVWHUQ
eyes.  (p.  34)    




Non-­Native  teachers  can  benefit  from  this  process  of  recognizing  alternative  
histories  as  a  means  of  understanding  alternative  ways  of  learning  and  teaching.  For  
these  reasons  it  is  important  to  present  here  a  version  of  this  history  that  I  believe  is  
truthful.  
2.11  The  beginnings.  The  Euro-­inspired  education  system  forced  upon  
Aboriginal  peoples  in  what  is  now  Canada  was  intertwined  with  the  colonization  process  
by  British  and  French  settlers,  with  some  scholars  pointing  to  first  contact  as  its  
beginning.  Frideres  &  Gadacz  (2008)  state  that  Aboriginal  people  became  victims  of  
colonization  from  the  very  first  contact;;  they  break  historical  relations  into  seven  sections  
with  the  first  contact  beginning  the  colonization  process.  They  view  both  the  English  and  
French  fur  traders  and  subsequently  all  settlers  who  followed  as  groups  who  forced  
themselves  into  North  America  taking  land  and  resources  from  the  Aboriginal  people  
with  the  sole  intent  of  keeping  it  for  their  own  uses.  The  Royal  Commission  on  
Aboriginal  Peoples  (1996,  Vol.  1)  agrees  with  this  interpretation,  stating  that  both  British  
and  French  explorers  made  contact  with  Aboriginal  peoples  living  in  North  America  in  
the  16th  century  with  the  primary  purpose  of  finding  viable  resources  and  claiming  new  
land  as  their  own.  The  report  describes  the  initial  interactions  between  Aboriginal  and  
non-­Aboriginal  peoples  as  a  mixture  of  apprehension  and  curiosity  on  both  sides.  The  
VWUXJJOHWRXQGHUVWDQGRQHDQRWKHU¶VEHKDYLRXUVPRWLYHVDQGFXOWXUDOWUDGLWLRQV  was  the  
root  of  misunderstandings  that  eventually  became  worse  as  Europeans  increased  their  
numbers.    
Another  perspective  of  initial  contact  and  historical  relations  is  brought  by  Miller  
(2010)  who  breaks  Aboriginal  history  into  a  process  of  four  phases  of  treaty  making.  He  




GHVFULEHVWKHLQLWLDOLQWHUDFWLRQVDVDQLQIRUPDOWUHDW\FDOOHG³FRPPHUFLDOFRPSDFWV´  (p.  3)  
that  were  solely  based  on  British  and  French  fur  traders  utilizing  the  knowledge  of  
Aboriginal  people  in  order  to  be  successful  in  their  venture  in  lucrative  resources.  White  
DQG3HWHUVDJUHHZLWKWKLVYLHZVWDWLQJWKDW³SULRUWRWKe  war  of  1812,  the  British  
were  not  concerned  with  assimilating  Indigenous  peoples,  as  their  knowledge  and  skills  
were  useful  to  the  British  in  their  roles  as  military  allies  and  as  essential  partners  in  the  
IXUWUDGH´S  15).  They  state  that  it  was  not  until  after  1830  that  civilian  authority  began  
WRWDNHDQLQWHUHVWLQ³FLYLOL]LQJ´WKH,QGLJHQRXVSHRSOHVWKURXJKWKHPHGLXPRI
³HGXFDWLRQ´  (p.  15).  
Despite  the  varying  views  of  initial  contact,  there  remains  a  consensus  that  events  
swiftly  worsened  for  Aboriginal  people  as  new  settlers  continued  to  advance  bringing  
QHZGLVHDVHVVXFKDV³VPDOOSR[\HOORZIHYHUPHDVOHVFKROHUDLQIOXHQ]D[and]  
WXEHUFXORVLV´)ULGHUHV	*DGDF]S  2)  causing  a  severe  decline  in  Aboriginal  
populations.  Dickason  (2002)  says  that  ³ZKDWZDVFOHDUto  Europeans  from  the  start  was  
that  Amerindians  did  not  have  the  cohesion  to  prevent  the  invasion  and  takeover  of  their  
ODQGV´S.  As  Europeans  manoeuvred  themselves  to  dominate  North  America  there  
began  a  paternalistic  tone  towards  Aboriginal  people  that  remained  throughout  all  
negotiations  (Frideres  &  Gadacz,  2008;;  McKnight,  2010;;  Thorner  &  Frohn-­Nielsen,  
2010).    
2.12  Residential  schools.  According  to  Thorner  and  Frohn-­Nielsen  (2010)  the  
root  of  Residential  Schools  began  in  1842-­44  with  the  Bagot  Commission  Report.  The  
UHSRUWDGYLVHG8SSHU&DQDGDWKDWWKHPHWKRGWR³DVVLPLODWH1DWLYHFKLOGUHQLQWR
mainstream  culture  [was]  by  removing  them  from  their  homes  and  placing  them  into  




Eurocentric  environments  where  they  would  learn  WREHFRPHZKLWH´  (cited  in  Thorner  &  
Frohn-­Nielsen,  pp.  378-­379).  The  Bagot  Commission  also  advised  the  government  to  use  
boarding  schools  as  a  means  of  teaching  Christian  values  and  practical  skills  that  were  to  
KHOSWKHPOLYHLQWKH³:KLWHPDQ¶VZRUOG´  (White  &  Peter,  2009,  p.  16).  A  partnership  
between  the  Church  and  government  arose  forming  schools  for  Aboriginal  children  
funded  by  the  government  but  run  by  Christian  missionaries.    
Residential  schools  became  mandatory  in  1920  with  the  Church  and  missionaries  
in  charge  of  educational  practices  up  until  the  1970s  (Frideres  &  Gadacz,  2008,  p.  112).  
Sadly,  thosHJURXSVIRFXVHGRQWUDLQLQJ$ERULJLQDOFKLOGUHQWREH³FLYLOL]HG´GLGQRW
recognize  the  established  education  system  already  in  place  within  Aboriginal  
communities.  Kirkness  (1998)  explains  that  Aboriginal  education  prior  to  Euro-­
interference  was  ³DQLQIRUPDOSURFHVVWKDWSURYLGHGWKH\RXQJSHRSOHZLWKVSHFLILFVNLOOV
attitudes,  and  knowledge  they  needed  to  function  in  everyday  life  in  the  context  of  a  
VSLULWXDOZRUOGYLHZ´  (p.  10).  She  continues  to  explain  that  the  community  and  land  was  
used  as  their  classroom  and  adults  from  the  community  were  their  teachers.  Community  
members  believed  in  raising  children  to  be  moral  and  to  live  a  good  life.  It  can  easily  be  
argued  that  the  main  goal  of  the  Euro-­education  system  was  not  centered  on  academic  
WUDLQLQJEXWZDVLQVWHDGIRFXVHGRQHOLPLQDWLQJ³KDELWVDQGIHHOLQJVRI>$ERULJLQDO@
DQFHVWRUV´LQRUGHUWRUHSODFHthem  ZLWK³WKHDFTXLUHPHQWVRIWKHODQJXDJHDrts  and  
FXVWRPVRIDFLYLOL]HGOLIH´7KRUQHU	)URKQ-­Nielsen,  2010,  p.  379).  
Even  before  Residential  schools  became  mandatory  there  were  clear  signs  of  
problems  with  student  health  and  safety  (White  &  Peter,  2009;;  Thorner  &  Frohn-­Nielsen,  
2010).  In  1907,  the  Canadian  Press  (Thorner  &  Frohn-­Nielson,  2010)  and  a  report  from  




the  DHSDUWPHQW¶VChief  Medical  Officer  (White  &  Peter,  2009)  reported  a  high  death  rate  
within  the  Residential  Schools.  White  &  Peter  (2009)  revealed  that  Duncan  Campbell  
Scott,  the  Deputy  Superintendent  General  of  Indian  Affairs  admitted  that  almost  half  of  
WKHFKLOGUHQZKRDWWHQGHGWKHVFKRROVGLGQRWOLYHWRJDLQDQ\³EHQHILW´IURPWKH
educational  institutes.  The  devastation  of  Residential  Schools  has  been  compared  to  death  
camps  and  reIHUUHGWRDVD&DQDGLDQ+RORFDXVWVLQFH³RQH-­half  of  all  aboriginal  children  
VHQWWKHUHE\ODZGLHGRUGLVDSSHDUHGDFFRUGLQJWRWKHJRYHUQPHQW¶VRZQVWDWLVWLFV´
(Thorner  &  Frohn-­Nielson,  2010,  p.  381).  The  50,000  children  who  died  at  Residential  
Schools  were  not  the  only  ones  to  suffer.  The  children  who  survived  suffered  as  well:  
WKHLUFXUUHQWVRFLDOFRQGLWLRQ³has  been  described  by  United  Nations  human  rights  groups  
as  that  of  a  colonized  people  barely  on  the  edge  of  survival,  with  all  the  trappings  of  a  
third-­ZRUOGVRFLHW\´  (Thorner  &  Frohn-­Nielson,  2010,  p.  382).      
Non-­Aboriginal  teachers  need  to  recognize  that  Aboriginal  education  has  had  a  
long  and  painful  history  with  education  being  the  main  method  of  oppression,  
assimilation  and  even  genocide.  It  was  noWXQWLOWKHHDUO\¶VWKDWResidential  Schools  
began  to  close  and  the  idea  of  Aboriginal  people  having  control  of  their  education  came  
LQWRSURPLQHQFH7KH1DWLRQDO,QGLDQ%URWKHUKRRG¶VSDSHUWLWOHGIndian  control  of  
Indian  education  spearheaded  the  movement  for  change  (Mendelson,  2008;;  White  &  
Peter,  2009).  Responding  to  the  Liberal  Government¶s  ³White  paper3´  Aboriginal  people  
across  Canada  began  banding  together  to  respond  and  education  was  one  of  the  key  
points  that  needed  changing.  Residential  schools  diminished  and  Aboriginal  µcontrolled¶  
schools  began  forming  across  Canada.  The  RCAP  (1996,  Vol.  3)  acknowledges  that  there  
                                                                                                
3  The  White  paper  was  a  proposal  by  the  government  tKDW³GLGQRWUHFRJQL]H$ERULJLQDOULJKWVDQGLQ
effect,  treaties  would  be  cancelled.  When  the  government  announced  the  new  policy,  it  hit  a  solid  wall  of  
RSSRVLWLRQ´'LFNDVRQS  




has  been  an  increase  in  Aboriginal  teachers,  Native  classes  and  cultural  representation  
within  schools  in  Aboriginal  communities;;  however,  the  report  also  recognizes  that  there  
remains  a  variety  of  restrictions  including  the  pressure  to  conform  to  provincial  
curriculum  and  to  follow  the  provincial  school  year  calendar.  Mendelson  (2008)  explains  
that  these  restrictions  limit  culturally  based  activities,  creativity  and  hinder  the  
development  of  school  calendars  that  are  in  unison  with  a  FRPPXQLW\¶VVHDVRQDOIORZ.  
2.13    Connecting  history  with  the  non-­Native  WHDFKHUV¶GHFRORQL]DWLRQ
process.  When  non-­Native  teachers  re-­examine  the  history  of  Aboriginal  education  it  can  
begin  a  personal  process  of  decolonization  in  which  they  seek  to  re-­evaluate  their  own  
cultural  values  and  worldviews  in  order  to  connect  their  beliefs  with  their  teaching  (Dion,  
2009).  Strong-­Wilson  (2007)  explains  that  the  decolonization  process  IRU³ZKLWHWHDFKHUV
involves  µbringing  forward¶  the  storied  history  presently  subsumed  within  their  teaching  
but  in  relation  to  post-­colonial  or  counter-­stories  for  the  purpose  of  provoking  a  different  
story  that  can  open  and  shift  their  horizon´  (p.  119).  The  internal  shift  allows  non-­Native  
teachers  to  recognize  how  colonization  has  affected  their  worldview,  beliefs,  and  cultural  
norms.  From  this  point  non-­Native  teachers  will  recognize  how  their  previous  beliefs  can  
create  barriers  and  prevent  the  shift  towards  respecting  other  worldviews,  beliefs  and  
cultural  norms  in  their  personal  life  and  in  the  classroom  (Tompkins,  1998).  
In  the  previous  sections  I  have  shown  how  Aboriginal  education  in  Canada  has  
been  used  as  a  weapon  against  First  Nations  and  how  Aboriginal  education  continues  to  
transform  itself  from  colonial  oppression.    
Indigenous  peoples  have  also  mounted  a  critique  of  the  way  history  is  told  from  
the  perspective  of  the  colonizers.  At  the  same  time,  Indigenous  groups  have  
argued  that  history  is  important  for  understanding  the  present  and  that  




reclaiming  history  is  a  critical  and  essential  aspect  of  decolonization.  (Smith,  
1999,  p.  30)  
  
I  have  begun  the  discussion  on  the  role  non-­Native  teachers  have  within  First  
Nations  education,  beginning  with  the  process  of  decolonization  as  a  means  of  working  
against  oppressing  Indigenous  knowledge  and  worldview.      
2.2    Progress  and  change  
In  this  section  I  review  some  of  the  recommendations  provided  by  scholars  who  
are  advocates  for  change  in  Aboriginal  education  and  provide  examples  from  scholars  
who  have  highlighted  successful  practices  in  Aboriginal  schools  across  Canada.  The  
recommendations  and  practices  of  success  centre  on  three  main  areas:    
a)  The  need  to  provide  a  respectful  place  for  Aboriginal  culture  and  language  that  
values  Indigenous  knowledge  within  the  school  (Anuik,  2008;;  Bell,  2004;;  Fulford,  
2007;;  Greenwood  &  de  Leeuw,  2007;;  Neganegijig  &  Breunig,  2000;;  Watt-­
Coultier,  2000);;    
b)  The  integration  of  a  holistic  teaching  approach  (Corbiere,  2000;;  Gay,  2002;;  
Swanson,  2003)  with  measurements  that  are  inclusive  to  holistic  teaching  
(Canadian  Council  on  Learning  [CCL],  2010);;  and    
c)  The  advancement  of  Aboriginal  identity  (Battiste,  2000;;  Curwen  Doige,  2003)  
through  the  use  of  appropriate  resources,  literature  and  images  within  the  school  
(Gay,  2002;;  McKeough,  Bird,  Tourigny,  Romaine,  Graham,  Ottmann,  &  Jeary,  
2008;;  Wolfe  &  DePasquale,  2008).    
*D\FKDOOHQJHVHGXFDWRUVWRJR³EH\RQGPHUHDZDUHQHVVRIUHVSHFWIRr,  
and  JHQHUDOUHFRJQLWLRQ´  (Gay,  2002,  p.  107)  of  ethnic  groups  (in  this  case  First  Nations  
culture),  but  to  develop  a  knowledge  base  that  allows  the  development  of  culturally  




responsive  programming  (Gay,  2002;;  Goddard,  2003;;  Tompkins,  1998).  Mendelson  
(2008)  points  out  that  over  a  decade  ago  the  Royal  Commission  on  Aboriginal  Peoples  
DVNHG³:K\ZLWKVRPDQ\VLQFHUHHIIRUWVWRFKDQJHWKHTXDOLW\RI$ERULJLQDOHGXFDWLRQ
have  the  overall  results  been  so  disappointing´  (cited  in  Mendelson,  p.  3)?  Kirkness  
(1998)  believes  that  Aboriginal  education  has  not  seen  different  results  because  schools  
DUH³EDQG-­DLGLQJ´³DGDSWLQJ´DQG³VXSSOHPHQWLQJ´  (p.  11)  culture  into  the  provincial  
curriculum  and  until  Aboriginal  education  develops  a  curriculum  that  places  Indigenous  
knowledge,  values  and  everyday  living  at  the  centre  of  its  program  the  results  will  remain  
the  same.    
2.21  The  importance  of  language  and  culture.  There  is  a  consensus  amongst  
researchers  that  Aboriginal  language  and  cultural  instruction  are  under-­resourced,  under-­
valued,  and  given  short  time  frames  within  the  school  day  (Goddard,  2002;;  Kirkness,  
1998;;  Neganegijig  &  Breunig,  2007).  Neganegijig  and  Breunig  (2007)  encourage  First  
Nations  schools  to  take  Native  Language  classes  outside  of  the  classrooms  and  onto  the  
land  that  surrounds  them,  and  to  do  so  in  partnership  with  Elders.    They  explain  that  the  
land  has  multiple  resources  because  it  is  the  classroom,  the  teacher,  and  a  source  for  
valuable  lessons.  Greenwood  and  de  Leeuw  (2007)  agree  with  this  idea,  adding  that  the  
connection  to  the  land  will  do  more  than  teach  students,  it  will  promote  health  and  well  
being  for  the  students  as  well.      
Taking  students  outside  of  the  classroom  is  not  enough,  students  need  to  be  
challenged  and  respected  for  their  capabilities  and  educators  must  be  willing  to  make  a  
SHGDJRJLFDODQGHSLVWHPRORJLFDOVKLIWLQRUGHUWRJHQXLQHO\GHPRQVWUDWHWKDWDVWXGHQW¶V
culture  and  language  has  value  in  school  and  society  (Corbiere,  2000;;  Kirkness,  1998).  




Watt-­Cloutier  (2000)  warns  eGXFDWRUVWKDW³no  matter  the  intent  or  culture  slant,  if  
programs  are  designed  and  delivered  without  respecting  and  challenging  the  full  creative  
SRWHQWLDODQGLQWHOOLJHQFHRIFKLOGUHQWKHQWKH\ZLOOFUXVKUDWKHUWKDQOLEHUDWH´S  
Goddard  (2002)  discovered  a  division  in  northern  schools  between  Indigenous  
knowledge  and  Western  knowledge.  The  division  placed  the  Indigenous  knowledge  into  
short  periods  taught  by  unqualified  teacher  aides  while  Western  knowledge  was  taught  by  
the  certified  teachers;;  this  divide  sends  the  message  that  Indigenous  knowledge  does  not  
have  the  same  value  within  the  schools  as  Western  knowledge.  Researchers  have  
observed  the  integration  of  culture  into  the  schools  in  various  ways,  from  naming  
classrooms  after  the  clan  system,  to  projects  that  connect  with  community  activities  such  
DVWKHSURMHFWRIPDNLQJ³VQRZJRRVHGHFR\VIRUWKHXSFRPLQJIDOOKXQW´)XOIRUG
p.  115).  Both  Anuik  (2008)  and  Bell  (2004)  perceived  that  the  development  and  
implementation  of  cultural  camps  taught  students  practical  skills  and  traditional  teachings  
and  brought  success  to  students  in  the  form  of  nurturing  healthier  life  choices,  a  change  in  
attitude  and  respect  for  oneself  and  RQH¶V  relationships.      
Non-­Native  educators  are  encouraged  to  recognize  that  Indigenous  knowledge  is  
part  of  the  whole  student,  their  relationship  to  themselves  and  their  communities.  Antone  
(2003)  explains  that  Aboriginal  literacy  and  cultural  identity  are  connected  to  a  student¶s  
³KHDOLQJVHOI-­determination;;  and  reclDPDWLRQRILGHQWLW\´  (p.  10).  They  are  also  identified  
as  key  to  a  student¶s  well-­being,  sense  of  pride,  and  motivation  to  learn  (CCL,  2009;;  
Corbiere,  2000;;  Greenwood  &  de  Leeuw,  2007;;  Neganegijig  &  Breunig,  2007;;  Swanson,  
2003).  Bell  (2004)  noted  that  within  successful  schools  the  local  language  was  heard  
throughout  the  school,  from  the  ³teacher  assistants,  counsellors,  the  school  secretary  and  




other  support  staff  members´S,  thus  modelling  language  on  an  everyday  basis  and  
ensuring  a  welcoming  environment  for  all  family  members  within  the  community.  
Aboriginal  immersion  programs  continue  to  be  scrutinized  for  their  possible  benefits.  
Researchers  point  to  a  need  for  more  research  on  immersion  programs  for  Aboriginal  
learners  and  their  long  term  effect  for  achieving  student  success  (Bell,  2004).    
Bell  (2004)  argues  that  language  is  not  the  source  of  school  difficulties.  Tompkins  
(1998),  a  principal  in  an  Inuit  community,  observed  that  increasing  Inuit  educators  in  the  
classrooms  increased  instruction  in  ,QXNWLWXWDQGDOVROHGWR³LPSURYHGFRPSHWHQFHDQG
FRQILGHQFHLQ(QJOLVK´  (p.  39)  while  other  noteworthy  changes  included  increased  
attendance  and  DVWURQJ³FXOWXUDODQGOLQJXLVWLFSUHVHQFHLQWKHVFKRRO>ZKLFK@KDGJUHDW
impact  on  the  program  and  the  moUDOHLQWKHVFKRRO´7RPSNLQVS7KH
DEVHQFHRIVWXGHQWV¶KRPHFXOWXUHDQGODQJXDJHVHQGVDKDUPIXOPHVVDJHWKDW,QGLJHQRXV
knowledge  is  not  as  important  as,  or  is  inferior  to,  Western  knowledge  (Corbiere,  2000).  
Curwen  Doige  (2003)  states  that  non-­Aboriginal  educators  are  obligated  to  provide  a  
OHDUQLQJHQYLURQPHQWWKDW³SURPRWHVDQGFHOHEUDWHVKRZVWXGHQWVFRPHWRXQGHUVWDQG
LQIRUPDWLRQDVEDVLFWRWKHLUOHDUQLQJ´S6KHLGHQWLILHVWKHGLIIHUHQFHEHWZHHQWKH
Western  approach  to  learning  and  the  Aboriginal  approach  to  learning:  ³The  Aboriginal  
approaches  to  learning  are  spiritual,  holistic,  experiential/subjective,  and  transformative.  
In  contrast,  mainstream  approaches  to  learning  are  secular,  fragmented,  neutral/objective,  
and  seek  to  discover  definitive  truth´  (Curwen  Doige,  2003,  p.  147).  Once  non-­Native  
educators  have  recognized  and  respected  the  differences  they  can  begin  to  adjust  their  
strategies  for  developing  a  successful  culturally  responsive  learning  program.      




2.22  Holistic  education.  Holistic  education  has  been  described  as  an  ideal  
method  for  teaching  Aboriginal  students  (CCL,  2009;;  Corbiere,  2000;;  Gay,  2002;;  
Swanson,  2003;;  Watt-­Cloutier,  2000).  Holistic  education,  simply  put,  promotes  the  
GHYHORSPHQWRIDVWXGHQW³LQWHOOHFWXDOO\VSLULWXDOO\HPRWLRQDOO\DQGSK\VLFDOO\´  
(Corbiere,  2000,  p.  114).  Bell  (2004)  and  Fulford  (2007)  highly  recommended  holistic  
teaching  as  a  means  of  developing  success  in  Aboriginal  education.  They  reported  some  
examples  of  holistic  education,  though  it  is  evident  that  the  move  towards  holistic  
education  faces  many  obstacles  due  to  the  prevalent  Western  knowledge  and  pedagogy  
within  schools  in  Aboriginal  communities  across  Canada.  As  steps  toward  holistic  
education,  Bell  (2004)  highlighted  extra-­curricular  activities  run  by  the  school  and  
community  to  provide  more  balanced  programming  and  Fulford  (2007)  described  a  crime  
preventive  elementary  program  called  EMPATHIC  (Emotional  Maturity  Problem-­solving  
&  Awareness  Targeting  Higher  Impulse  Control)  which  helps  children  ages  5  to  11  years  
³WRGHYHORSHPRWLRQDODZDUHQHVVVHOI-­FRQWURODQGLQWHUSHUVRQDOSUREOHPVROYLQJ´S
136).    
One  of  the  obstacles  preventing  the  inclusion  of  holistic  teaching  is  the  lack  of  
holistic  measurements.  The  Canadian  Council  on  Learning  (2009)  have  developed  a  
µ+ROLVWLF/LIHORQJ/HDUQLQJ0HDVXUHPHQW)UDPHZRUN¶DVDPHDQVRIDVVHVVLQJ
Aboriginal  success  from  a  holistic  perspective.  The  measurement  framework  recognizes  
WKDW$ERULJLQDOOHDUQHUVJDLQNQRZOHGJHIURP³SHRSOHIDPLO\Elders,  community),  
languages,  traditions  and  ceremonies,  spirituality,  and  the  natural  world´SDQGWKDW
learning  opportunities  include  both  formal  and  informal  settings  that  are  directly  




connected  to  the  communit\¶V  well-­being.  They  developed  a  model  of  holistic  learning  to  
JXLGHHGXFDWRUVLQLQFRUSRUDWLQJDOODVSHFWVRIDVWXGHQW¶VGHYHORSPHQW  (see  figure  1).  
  
Figure  1.  First  Nations  Holistic  Lifelong  Learning  Model  (Canadian  Council  on  Learning,  
2009,  p.  12)       
7KHFKDOOHQJHWRLQWHJUDWHDOODVSHFWVRIDVWXGHQW¶VGHYHORSPHQWKDVEHJXQto  be  
met  by  some  teachers  through  the  invitation  of  families  and  community  members  to  be  
part  of  the  school  (Bell,  2004;;  Fulford,  2007;;  Tompkins  1998).  Often  schools  make  
HIIRUWVWRLPSURYHSDUHQWDOUHODWLRQVWKURXJKSDUHQWV¶FRPPLWWHHVQHZVOHWWHUVLQhome  
languages,  breakfast  programs  and  regular  communication  throughout  the  school  year  
(Agbo,  2006;;  Bell,  2004;;  Fulford,  2007).  However,  Tompkins  (1998)  makes  two  
LPSRUWDQWSRLQWVRQWKLVWRSLF)LUVWLQFUHDVLQJSDUHQWDODQGFRPPXQLW\LQYROYHPHQW³LVD
two-­way  street-­getting  the  community  more  into  the  school  and  getting  the  school  and  




teachers  more  out  into  WKHFRPPXQLW\´S6HFRQGWKHPRVWLPSRUWDQWway  to  
increase  parental  and  community  involvement  is  the  sincere  demonstration  of  care  for  
VWXGHQWVDQGWKHLUIDPLOLHV7KHGLIIHUHQWDFWLYLWLHVEHFRPH³PDQLIHVWDWLRQVRIWKHFDULQJ´
(p.  76);;  therefore,  it  is  necessary  to  understand  that  it  is  not  the  activity  alone  that  is  the  
catalyst  for  parental  involvement;;  rather,  the  intentions  and  motive  behind  the  activities.    
2.23  Aboriginal  identity  in  education.  Aboriginal  identity  is  a  key  component  of  
creating  an  appropriate  learning  environment  (Battiste,  2000;;  Curwen  Doige,  2003)  and  
LVHVVHQWLDOWRVWXGHQWV¶SULGHLQself,  culture  and  community  (Gay,  2002;;  Swanson,  2003).  
Non-­Native  educators  need  to  be  aware  of  the  school  materials  (books,  textbooks,  
classroom  decorations)  used  in  their  classroom  (Gay,  2002).  They  must  take  a  critical  
look  at  these  resources  and  make  sure  that  they  convey  an  accurate  and  positive  view  of  
Aboriginal  culture,  family  and  community  (McKeough  et  al.,  2008;;  Wolfe  &  DePasquale,  
2008).    
Literature  used  with  the  class  needs  to  provide  an  accurate  representation  of  
HYHU\GD\OLIHLQWKHFXOWXUHGHSLFWHG³LWPXVWQRWGLVWRUWRUPLVUHSUHVHQWWKHFXOWXUHLW
UHIOHFWV´  (Cullinan  &  Galda,  1994,  p.  344).  Previous  images  of  Aboriginal  people  have  
often  been  negative  or  inaccurate,  often  both.  Consider  what  Corbiere  (2000)  points  to  as  
a  misrepresentation  of  Aboriginal  people:  ³Even  when  the  image  is  a  positive  stereotype,  
it  is  usually  positive  in  relation  to  the  purposes  of  the  dominant  society,  that  is,  good  
,QGLDQVKHOSZKLWHSHRSOHVXFKDV3RFDKRQWDVDQG6TXDQWR´p.  114).  There  are  a  
growing  number  of  books  (picture  books,  novels  and  texts)  written  by  Aboriginal  authors  
that  fit  into  the  model  of  positive  representation.  These  books  do  two  things;;  first,  they  
are  a  part  of  the  Indigenous  reclamation  of  Indigenous  histories  and  realities  (Wolfe  &  




DePasquale,  2008),  and  second  they  are  part  of  the  process  of  young  readers  shaping  their  
worldview  and  how  they  fit  into  that  world  (Cullinan  &  Galda,  1994).  Lysaker  (2006)  
explains  that  when  children  never  see  themselves  in  books  or  only  see  an  incorrect  
representation  it  affects  their  sense  of  self  and  importance.  Regardless  if  stories  come  in  
the  form  of  books  or  are  told  orally,  they  are  key  components  in  education  and  in  
Indigenous  identity.  As  Greenwood  and  de  Leeuw  VWDWH³stories  are  educational,  
and  in  education  exists  the  possibility  of  building  healthy  Indigenous  children  and  
DVVRFLDWLYHO\KHDOWKLHU,QGLJHQRXVFRPPXQLWLHV´  (p.  53).  Non-­Native  teachers  must  
remember  that  the  content  of  school  resources  is  just  as  important  as  what  is  absent  from  
the  resources  and  images  within  the  school  (Gay,  2002):  for  example,  ³if  children  never  
see  themselves  in  books,  then  their  absence  subtly  tells  them:  µYou  are  not  important  
enough  to  appear  in  books¶´(Cullinan  &  Galda,  1994,  p.  345).  Finding  resources  that  
depict  Aboriginal  people  and  culture  accurately  does  not  come  without  its  challenges.  
Strong-­Wilson  (2007)  noted  that  ³despite  the  ostensible  wealth  of  stories,  much  of  the  
stories  that  have  been,  and  are  still  being  made,  available  to  children  are  the  same;;  the  
VDPHLQUHSURGXFLQJZKLWHQHVV´  (p.  121).  Even  though  educators  face  a  challenge  in  
finding  appropriate  material  and  images  to  use  in  their  classrooms,  it  is  essential  to  
building  a  culturally  responsive  learning  environment.    
*D\UHIHUVWRLPDJHVLQWKHFODVVURRPDV³V\PEROLFFXUULFXOXP´S
and  VKHPDNHVLWFOHDUWKDWFXOWXUDOO\UHVSRQVLYHHGXFDWRUVDUH³FULWLFDOO\FRnscious  of  the  
power  of  the  symbolic  curriculum  as  an  instrument  of  teaching  and  use  it  to  help  convey  
LPSRUWDQWLQIRUPDWLRQYDOXHVDQGDFWLRQV´  (p.  108).  Bell  (2004)  and  Fulford  (2007)  both  
observed  the  use  of  cultural  and  pedagogical  supervisors  to  help  aid  and  mentor  new  staff  




in  order  to  ensure  the  quality  of  education  in  each  classroom.  7KHVHVXSHUYLVRUV³DVVLVW
VXSSRUWDQGJLYHJXLGDQFH´WRWKHLUFR-­workers  but  are  not  placed  in  a  position  of  
evaluating  performances.  It  is  important  to  note  that  not  all  schools  will  have  these  
distinct  positions  and  it  cannot  be  assumed  that  formal  assistance  will  be  in  place.    
In  this  section,  I  have  reviewed  the  recommendations  advocated  by  scholars  and  
educators  who  argue  that  the  advancement  of  Aboriginal  education  must  be  rooted  in  
culture,  language,  land  use  and  inclusion  of  Elders  (Greenwood  &  de  Leeuw,  2007;;  
Kirkness,  1998;;  Neganegig  &  Breunig,  2007;;  Tompkins,  1998).  Also  encouraged  is  the  
improvement  of  literacy  resources  in  Native  languages  and  English  that  portray  an  
accurate  view  of  Aboriginal  language,  culture  and  community  (Battiste  2000;;  Curwen-­
Doige  2003;;  Wolfe  &  DePasquale,  2008).  These  improvements  are  argued  to  improve  
Aboriginal  identity,  community  health  and  personal  well-­being  (Corbiere,  2000;;  
Greenwood  &  de  Leeuw,  2007).  I  have  also  compared  these  recommendations  with  some  
of  the  progress  achieved  within  Aboriginal  schools  and  communities.      
2.3    Non-­Native  teachers  in  northern  remote  communities  
In  this  section  I  review  research  that  has  centred  on  the  experiences  of  non-­Native  
educators  in  isolated  northern  First  Nation  and  Inuit  communities  (e.g.,  Agbo,  2006;;  
Berger  &  Epp,  2007;;  Harper,  2000).  The  challenges  addressed  in  these  articles  included  
lack  of  training,  lack  of  appropriate  resources  and  isolation  that  occurs  within  the  
community.  I  will  juxtapose  the  challenges  addressed  with  examples  of  success  in  
*RXOHW¶V1)  article  which  provides  insight  into  the  practice  of  teaching  First  Nations  
learners  academic  skills  through  the  use  of  culturally  appropriate  content  from  two  
experienced  educators  (one  First  Nations  and  one  non-­Native)  who  also  work  in  an  




isolated  northern  First  Nation  community.  Within  this  discussion  I  connect  the  
experiences  of  the  non-­Native  educators  with  the  process  of  acknowledging  oppression,  
or  in  other  words  the  process  of  decolonization  (Bishop,  2002;;  Iseke-­Barnes,  2008;;  Root,  
2009).  I  conclude  this  section  with  an  explanation  of  how  my  research  will  add  to  the  
literature  on  this  topic.  
Harper  (2000)  interviewed  10  teachers  (9  non-­Native  and  one  First  Nations)  who  
were  teaching  in  remote  First  Nations  communities  in  northern  Ontario.  She  noted  that  
the  teachers  expressed  the  need  for  more  training  in  Aboriginal  culture,  English  as  a  
Second  Language  and  special  education  before  they  had  arrived  in  the  community.  Agbo  
(2006)  conducted  a  year  long  participatory  research  project  in  a  remote  First  Nation  
community  in  northern  Ontario  which  explored  the  ongoing  relationship  between  
community  and  school.  In  his  research  he  too  found  educators  stating  their  need  for  more  
training  prior  to  as  well  as  after  their  arrival.  Within  the  study  a  non-­Native  teacher  
expressed  her  desire  for  direct  training  from  local  community  members  in  order  to  learn  
more  about  the  local  culture  and  lifestyle.  Berger  &  Epp  (2007)  also  discovered  the  same  
call  for  help  during  interviews  with  20  educators  in  five  communities  across  Nunavut,  in  
which  numerous  non-­Inuit  teachers  expressed  their  wish  for  support  and  aid  in  learning  
how  to  teach  Inuit  studenWV,Q%HOO¶VVWXG\of  10  examples  of  successful  
Aboriginal  schools  across  the  western  part  of  Canada,  he  points  to  teacher  training  as  a  
critical  aspect  of  non-­Aboriginal  preparedness.  Despite  the  improvement  to  teacher  
HGXFDWLRQSURJUDPVWKDW³SURYLGHLQFUHDVHGUHFRJQLWLRQRI$ERULJLQDOODQJXDJHV«DQG
VWXGHQWWHDFKHUSODFHPHQWVLQ$ERULJLQDOFRPPXQLWLHV´%HOOS,  there  
remains  a  feeling  that  the  teacher  education  program  left  teachers  unprepared  for  teaching  




in  the  north  or  did  not  provLGHHQRXJKNQRZOHGJHWRXQGHUVWDQGWKH³FXOWXUDODVSHFWVRI
WHDFKLQJ$ERULJLQDOFKLOGUHQ´(Bell,  2004,  p.  318).      
In  addition  to  expressing  the  need  for  more  training,  educators  expressed  their  
frustration  at  the  lack  of  culturally  relevant  curriculum  and  resources  (Berger  &  Epp,  
2007;;  Harper,  2000).  Their  expressed  frustration  is  evidence  that  many  of  the  non-­Native  
educators  wanted  to  see  their  students  succeed  academically  and  by  identifying  their  lack  
of  training  and  the  culturally  irrelevant  materials  they  began  the  process  of  recognizing  
Eurocentrism  in  Aboriginal  education  and  its  connection  to  oppression.    
Strong-­:LOVRQH[SODLQVWKDWLWLVDWHDFKHU¶VGXW\WR³WUDQVPLWFULWLTXHDQG
LQWHUSUHW´VRFLHW\¶V  important  knowledge  (p.  115).  However,  when  educators  do  not  feel  
confident  in  their  understanding  of  Indigenous  knowledge  it  creates  obstacles  for  
transmitting  accurate  knowledge,  values  and  norms.  Harper  (2000)  found  that  non-­Native  
educators  expressed  confusion  in  regards  to  teaching  literacy  skills.  Teachers  were  unsure  
DVWRZKDWWKH\ZHUHSUHSDULQJWKHLUVWXGHQWVIRU³ZDVLWWRSUHSDUHVWXGHQWVIRUOLIHRQ
WKHUHVHUYHRURIIWKHUHVHUYH´S?  She  explains  that  the  confusion  often  stems  from  
a  lack  of  understanding  of  the  political  and  historical  knowledge  of  the  community  they  
teach  in.  In  comparison,  the  experienced  teachers  interviewed  by  Goulet  (2001)  were  able  
WRLQFRUSRUDWHWKHFXOWXUHDQGODQJXDJHRIWKHFRPPXQLW\ZKLOHWHDFKLQJµDFDGHPLF¶
skills.  The  teachers  used  content  that  was  appropriate  and  familiar,  for  example,  
³LQWHJUDWLQJFRPPXQLW\DFWLYLWLHVOLNHEHUU\SLFNLQJLQWKHIDOOSUHSDUDWLRQIRUWUDSSLQJ
during  freeze-­XSDQGWUDSSLQJDQGILVKLQJLQWKHZLQWHU´  (p.  71).  These  examples  
demonstrated  that  valuing  First  Nation  culture  and  knowledge  is  not  a  separate  process  to  
providing  quality  education.  By  honouring  Indigenous  knowledge  within  schools,  




teachers  are  then  able  to  provide  quality  instruction  that  promotes  success.  First  Nation  
language  and  culture  became  the  centre  of  education  in  which  students  were  given  the  
opportunity  to  engage  in  cultural  activities  that  served  a  purpose  culturally  and  
academically.      
,Q$QQH%LVKRS¶VERRNBecoming  an  Ally:  Breaking  the  cycle  of  
oppression  in  people,  she  makes  it  clear  tKDW³LJQRUDQFHLVSDUWRIWKHRSSUHVVLRQ´S
and  it  is  not  uncommon  for  educators  to  struggle  with  personal  challenges  and  painful  
feelings  in  their  process  of  becoming  an  ally.  Root  (2009)  describes  the  challenges  that  
³wKLWHHGXFDWRUVIHHO´DV³SDUWRIWKHGHFRORQL]LQJSURFHVV´S/LVWHQLQJDQG
learning  are  seen  to  be  key  factors  in  the  process  of  decolonization  and  becoming  an  ally  
(Bishop,  2002;;  Root,  2009);;  E\WDNLQJWKHWLPHWROHDUQDERXWWKHFRPPXQLW\¶VFXOWXUHD
teacher  can  incorporate  appropriate  literature,  resources,  and  demonstrate  respect  for  the  
FRPPXQLW\¶VZD\VRIEHLQJ  
,Q+DUSHU¶VDUWLFOHWHDFKHUVUHYHDOHGWKHGLVFRPIRUWRIEHLQJDQRXWVLGHU
The  status  of  an  outsider  created  feelings  of  isolation  (Harper,  2000;;  Tompkins,  1998)  
and  a  disinterest  in  engaging  in  meaningful  discussions  for  change.  Tompkins  (1998)  
noted  that  when  White  teachers  felt  there  was  no  place  for  their  ideas  or  opinions  they  
isolated  themselves  and  closed  the  door  on  team  building:  ³people  react  differently  when  
they  are  working  in  a  cross-­FXOWXUDOVLWXDWLRQZKHUHWKH\ZHUHWKHPLQRULW\´7RPSNLQV
1998,  p.  103).  They  may  also  have  difficulties  understanding  life  in  the  north  when  they  
FRPHIURP³PLGGOH-­FODVVZKLWHVRXWKHUQXUEDQ´homes  (Tompkins,  2000,  p.  102).  Root  
(2009)  explains  that  learning  to  recognize  one¶s  own  privilege  is  part  of  the  process  of  
decolonization.  She  provides  an  example  of  this,  as  she  recounts  a  non-­Native  person  




recognizing  her  ability  to  speak  up  against  injustice  because  of  her  lack  of  fear  of  
repercussions  due  to  her  privilege  of  being  a  White  Euro-­Canadian  (p.  79).      
Non-­Native  educators  undergo  a  heightened  awareness  of  being  WKLWHDQG³ZKDW
WKDWKDVPHDQWKLVWRULFDOO\LQWKHVHFRPPXQLWLHV´+DUSHUp.150).  Their  awareness  
of  their  skin  colour  can  bring  difficult  feelings  of:  ³VKDPHJXLOWDQJHURUSDUDO\VLV´  
(Strong-­Wilson,  2007,  p.  118)  which  has  the  potential  of  interfering  with  their  teaching  
practice.  Both  Bishop  (2002)  and  Iseke-­Barnes  (2008)  agree  that  guilt  can  arise  from  
recognizing  oppression;;  however,  it  is  important  to  not  let  these  difficult  feelings  
paralyze  their  growth,  but  rather  for  non-­Native  teachers  to  use  their  new  knowledge  and  
EHFRPHµOHDUQHUV¶RUµDOOLHV¶%LVKRSH[SODLQVWKDWDQDOO\XVHV³DQ\RSSRUWXQLW\WR
OHDUQPRUHDQGWKHQDFWRQZKDWWKH\OHDUQ´S7KRXJKWKHSURFHVVRI
decolonization  can  bring  about  painful  feelings  and  personal  challenges,  Iseke-­Barnes  
DVVXUHVWKDWRQFH³WKH\UHFRJQL]HWKDWGHFRORQL]LQJFDQEHD  strategy  of  disrupting  
RSSUHVVLYHLGHRORJLHV´WKH\FDQDOVREHJLQWRVHHKRZ³ORFDODFWVDQGVPDOOJHVWXUHV´  
(Iseke-­Barnes,  2008,  p.  137)  are  important  in  ensuring  change  occurs.  Goulet  (2001)  
noted  that  when  teaching  activities  recognize  how  colonization  has  affected  and  
continues  to  affect  First  Nations  communities,  students  are  able  to  ³develop  confidence,  
and  engender  pride  that  builds  positive  self-­esteem´(p.  76).      
The  new  awareness  of  skin  colour  can  lead  non-­Native  teachers  to  withdraw  from  
community  involvement  (Bishop,  2002;;  Harper,  2000;;  Tompkins,  1998),  whereas  in  the  
examples  provided  by  Goulet  (2001)  the  experienced  teachers  were  able  to  develop  
equitable  relationships  with  their  students  by  eliminating  the  hierarchy  of  teacher  and  
student  or  teacher  and  community  member.  When  working  with  students  they  used  a  




³nonconfrontational  approach  to  classroom  management´DQGKXPRXUWRODXJKDW
themselves  and  to  laugh  with  the  students  (Goulet,  2001,  p.  74).  A  challenge  to  non-­
Native  educators,  she  wrote,  LVWR³LQLWLDWHUHODWLRQVKLSVZLWKVWXGHQWVSDUHQWVDQG
grandparents  that  develop  relationships  outside  the  formal  relationships  of  teaching  with  
LWVLQKHUHQWRUDVVXPHGKLHUDUFKLFDOVWUXFWXUH´S  
Harper  (2000)  concludes  her  thesis  with  two  important  questions  pertinent  to  my  
RZQUHVHDUFKILUVW³,VLWUHDOO\SRVVLEOHWRSUHSDUHWHDFKHUVIURPHOVHZKHUHIRUZRUNDQG
OLIHLQWKH1RUWK"´DQGVHFRQG³,ILWLVSRVVLEOHKRZGRZHEHVWSUHSDUHWHDFKHUVIRU
careers  in  remote,  northern,  band-­controlled  VFKRROV´  (p.  154)?  In  my  research,  I  will  
challenge  the  idea  that  only  preparation  from  outside  of  the  community  will  lead  to  the  
development  of  culturally  relevant  SURJUDPPLQJ¶V,  and  I  will  direct  the  attention  of  non-­
Native  educators  to  look  to  the  educators,  Elders  and  community  members  within  the  
communities  they  work  in  as  valuable  resources  for  developing  culturally  relevant  
programs  in  their  process  of  becoming  an  ally.  It  is  impossible  for  an  educational  institute  
to  adequately  prepare  educators  for  every  possible  situation  and  experience  that  could  
occur  in  Aboriginal  education  (Goulet,  2001;;  Harper,  2000);;  therefore,  my  research  will  
look  at  the  importance  of  teachers  finding  ³PHQWRUV´RU³H[SHUWV´,  formally  or  informally,  
who  can  assist  their  development  of  culturally  responsive  programming  in  order  to  ensure  
quality  education  for  their  students.  
Most  current  research  which  focuses  on  the  statistics  of  low  graduation  rates  is  
based  on  a  deficit  theory4  DQGGRHV³QRWWUXO\WHOO&DQDGLDQHGXFDWRUVDnd  their  supporters  
what  the  state  of  learning  for  Aboriginal  communities  is´$QXLNS    
                                                                                                
4  ³0RVWUHVHDUFKRQ$ERULJLQDOOHDUQLQJLVRULHQWHGWRZDUGWKHeducational  deficits  of  Aboriginal  people,  
overlooks  positive  learning  outcomes  and  does  not  account  for  the  unique  political,  social  and  economic  
UHDOLWLHVRI)LUVW1DWLRQV,QXLWDQG0pWLV´&&/S  




Research  that  highlights  the  successes  within  Aboriginal  education  has  the  benefit  of  
demonstrating  success  for  others  to  emulate  (Mendelson,  2008),  as  well  as  identifying  
³HIIHFWLYHVWUDWHJLHVWRUHYHUVH´WKHORZJUDGXDWLRQWUHQG  (Fulford,  2007,  p.  14).  Anuik  
(2008)  states  that  there  is  a  great  need  for  more  research  that  empowers  First  Nations  
education  and  more  research  is  needed  on  Aboriginal  learning  aQGWKHNLQGRI³SURJUDPV
curriculum,  pedagogy,  environment,  policies,  and  practices  that  contribute  to  that  
OHDUQLQJDQGWR$ERULJLQDOSHRSOHV¶SURJUHVV´  (p.  64).  My  aim  is  to  contribute  to  this  
much  needed  research  through  this  exploration  of  what  non-­Native  educators  can  learn  
about  success  from  experts  within  First  Nations  education.      
Tompkins  (1998),  in  her  role  as  principal  in  an  Inuit  community,  created  special  
planning  meetings  to  facilitate  sharing  and  mentorship  between  Inuit  and  non-­Inuit  staff.  
Finding  time  for  this  took  great  flexibility  and  commitment.  Bell  (2004)  highlighted  the  
development  of  Pedagogical  Supervisors  in  a  specific  Aboriginal  school  that  developed  
this  position  as  a  method  of  ensuring  quality  instruction  despite  the  high  turnover  rate  of  
teaching  staff.  The  Pedagogical  Supervisors  were  considered  to  be  experienced,  and  seen  
E\WKHLUFROOHDJXHVDV³PDVWHUWHDFKHUVPHQWRUVDQGJXLGHV´S7KHVHIRUPDO
positions  are  not  commonly  found  in  Aboriginal  schools  and  communities;;  therefore,  in  
my  research  I  look  specifically  at  how  non-­Native  educators  can  learn  to  develop  
programs  that  are  resonant  with  the  community  they  work  in  by  learning  informally  from  
master  teachers,  mentors  and  guides  in  the  school  and  in  the  community.  Both  Bell  (2004)  
and  Tompkins  (1998)  address  the  success  of  mentorship  and  educators  working  together:  
however,  there  remains  a  need  for  more  research  in  this  area.  
  
  






Non-­Native  teachers  who  travel  to  remote  First  Nation  communities  are  likely  to  
realize  that  their  training  was  not  enough,  nor  could  it  have  possibly  anticipated  every  
SRVVLEOHVFHQDULRLQDWHDFKHU¶VFDUHHU7KHVHWHDFKHUVDUHDOVROLNHO\WRILQGWKHPVHOYHV
in  an  unexpected  struggle  to  recognize  how  colonization  affects  education  and  the  
relationship  between  teacher  and  student  and  possibly  school  and  community.  Not  all  
teachers  will  have  formal  mentors  or  resources  and  further  professional  development  
readily  available.  However,  teachers  can  initiate  their  own  training  and  learning  process  
in  the  community  they  work  in  by  recognizing  the  knowledge  and  experience  of  their  co-­
workers  and  community  members  who  can  become  their  sources  of  knowledge.  My  
research  explores  this  idea  by  providing  space  for  the  voices  of  experienced  First  Nation  
and  non-­Native  educators  at  the  centre  of  the  knowledge  of  this  research.  I  provide  
practical  recommendations  to  non-­Native  teachers  meant  to  impact  student  learning  and  










Chapter  3:  Methodology  
  
In  this  chapter  I  identify  the  methodological  approach  that  I  used  in  my  research,  
the  method  that  I  used  to  collect  narratives  and  the  analysis  procedure  that  I  followed.  I  
discuss  how  knowledge  and  language  are  a  critical  aspect  of  Indigenous  research  that  was  
given  careful  thought  and  reflection  while  conducting  this  study.  
3.1    Indigenous  research  
This  research  was  influenced  by  an  Indigenous  Methodology  approach  which  is  a  
³ERG\RILQGLJHQRXVDQGWKHRUHWLFDODSSURDFKHVDQGPHWKRGVUXOHVDQGSRVWXODWHV
employed  by  indigenous  researFKLQWKHVWXG\RILQGLJHQRXVSHRSOHV´3RUVDQJHU
pp.  107-­108).  Indigenous  Methodology  has  grown  from  researchers  wanting  to  transform  
the  current  practice  in  research  to  include  Indigenous  knowledge  and  worldview.  My  aim  
in  this  research  was  to  reflect  carefully  on  the  narratives  that  I  did  with  Indigenous  issues  
and  to  attempt  to  minimize  the  influence  of  Eurocentric  bias  on  the  process  and  outcomes  
of  the  research.  Porsanger  (2004)  explains  that  Indigenous  Methodologies  require  
researchers  to  situate  Indigenous  knowledge,  interests,  and  experiences  at  the  centre  of  
the  research.  It  also  has  a  clear  agenda,  which  according  to  Smith  (1999)  includes  
individual  and  community  healing,  mobilization,  transformation,  and  decolonization.    
Understanding  the  agenda  of  Indigenous  methodology  encourages  the  researcher  
to  stay  on  the  path  of  respecting  all  SDUWLFLSDQWV¶  experiences,  knowledge,  and  worldview  
in  a  manner  that  does  not  objectify  but  rather  places  them  at  the  centre  of  the  research.  
Indigenous  Methodology  seeks  to  achieve  ethical  research;;  ethical  research  attempts  to  be  
anti-­racist.  Smith  (1999)  argues  that  no  researcher  can  escape  racism  since  it  is  systemic  
in  universities  and  academic  knowledge.  Sefa  Dei  (2005)  describes  anti-­racist  research  as  




reVHDUFKWKDWUHQHJRWLDWHV³discursive  power,  control,  and  interpretive  authority  in  
UHVHDUFK´S3).  In  this  research,  the  use  of  semi-­structured  interviews  allowed  for  partial  
participant  control  over  the  interview.  By  attempting  to  eliminate  the  rigidity  of  
structured  interviews  I  was  able  to  have  conversations  with  participants,  renegotiating  
µGLVFXUVLYHSRZHU¶DQGµFRQWURO¶    
3.2  Research  and  colonialism  
For  as  long  as  there  has  been  research  on  Indigenous  people  and  communities  
there  has  been  the  destrXFWLYHIRUFHRIFRORQLDOLVP.RYDFKDFFXUDWHO\DVNV³:K\
are  Indigenous  methodologies  missing  from  the  buffet  table  of  qualitative  methodologies  
available  to  UHVHDUFKHUV´(p.  25)?  Smith  (1999)  illustrates  a  view  of  research  held  by  
some  Indigenous  SHRSOHE\VWDWLQJWKDWWKHZRUGµUHVHDUFK¶LVYLHZHGDVRQHRIWKH
dirtiest  words  for  Indigenous  people,  due  to  damaging  Eurocentric  research  over  many  
years.  Porsanger  (2004),  Smith  (1999)  and  Castellano  (2004)  want  to  put  an  end  to  
research  being  used  as  a  tool  of  colonization  and  a  means  of  controlling  the  perceptions  
RI,QGLJHQRXVSHRSOHDQGWKHLVVXHVLQYROYHG&DVWHOODQRVWDWHVWKDW³research  
acquired  a  bad  name  among  Aboriginal  peoples  because  the  purposes  and  meanings  
associated  with  its  practice  by  academics  and  government  agents  were  usually  alien  to  the  
SHRSOHWKHPVHOYHVDQGWKHRXWFRPHVZHUHDVRIWHQDVQRWPLVJXLGHGDQGKDUPIXO´S
The  harmful  effects  are  often  due  to  the  unequal  relationship  between  the  researcher  and  
participant7UDGLWLRQDOO\DUHVHDUFKHUV¶UROHLVWRJDWKHUGDWDIURPSDUWLFLSDQWVDQGWDNH
the  data  to  create  a  story  or  disclose  a  new  idea  or  solution  to  an  existing  problem.  Often  
the  researcher  will  work  on  her  own  or  with  other  like-­minded  colleagues  to  interpret  the  
data.  This  places  all  of  the  power  and  control  with  the  researcher  who  gets  to  determine  




the  outcome  of  any  research.  The  participant  is  left  in  the  dark,  unable  to  ensure  that  his  
or  her  words,  actions  or  experiences  are  interpreted  or  represented  accurately.    
There  is  no  doubt  that  Western  academic  research  has  a  history  of  approaching  
research  on  Indigenous  issues  from  a  paternalistic  view  that  placed  the  researcher  as  the  
RQHWRVROYHWKHµ,QGLJHQRXVSUREOHP¶,  implying  that  Indigenous  people  were  unable  to  
provide  solutions  for  themselves.  .RYDFKZDUQVUHVHDUFKHUVWKDW³GHFRORQL]LQJ
research  is  not  enough  to  erase  the  history  between  western  research  and  Indigenous  
FRPPXQLWLHV´SFocus  should  be  on  building  a  new  relationship  between  researcher  
and  participant  that  is  based  on  equality,  shared  power  and  shared  control.  In  this  study  I  
aspired  to  conduct  research  that  resonated  with  Indigenous  Methodology  by  working  
primarily  with  participants  who  were  my  teaching  mentors  and  who  confidently  directed  
our  conversations  within  the  semi-­structured  interviews.      
3.3    Indigenous  knowledge  
In  the  search  to  understand  Indigenous  knowledge,  researchers  are  faced  with  
dilemmas  outlined  by  Kincheloe  and  6WHLQEHUJ³1RWRQO\PXVWWKH\DYRLd  
essentialism  and  its  accompanying  romanticization  of  the  indigene,  but  they  must  also  
VLGHVWHSWKHWUDSVWKDWWUDQVIRUPWKHLUDWWHPSWVDWIDFLOLWDWLRQLQWRIXUWKHUPDUJLQDOL]DWLRQ´
(p.  141).  Battiste  (2008)  asks  researchers  to  avoid  disconnecting  Indigenous  knowledge  
DQGLWVPHDQLQJIURPWKH³LPPHGLDWHHFRORJ\H[SHULHQFHVSHUFHSWLRQVWKRXJKWVDQG
PHPRU\´S,QGLJHQRXVNQRZOHGJHGRHVQRWVHSDUDWHQDWXUHIURPNQRZOHGJHRU
from  experiences.  I  found  this  especially  true  in  the  knowledge  shared  by  the  participants  
LQWKLVVWXG\DVHYHU\RQH¶VUHVSRQVHs  were  inseparable  from  their  experiences,  memories,  
and  connection  to  the  land.  :LOVRQH[SODLQVWKDWVRPH³ZHVWHUQVFKRODUVDQG




researchers  rely  on  the  belief  that  knowledge  is  an  individual  entity  that  can  be  gained,  
DQGRZQHGE\RQHSHUVRQ´SZKHUHDV,QGLJHQRXVYLHZs  of  knowledge  do  not  
recognize  knowledge  as  an  entity  to  be  owned  by  only  one  individual.  Wilson  (2001)  is  
FRQILGHQWWKDW,QGLJHQRXVNQRZOHGJHZLOOQRORQJHUEH³REMHFWLILHGZKen  researchers  
IXOILOOWKHLUUROHLQWKHUHVHDUFKUHODWLRQVKLSWKURXJKPHWKRGRORJ\´  (p.  177).  In  my  
research  I  strived  to  fulfill  my  role  in  the  research  relationship  by  ensuring  credit  was  
given  to  each  participant  who  shared  their  knowledge  and  experience.  I  did  this  by  
sharing  the  identity  of  those  who  wanted  their  names  used  and  always  stating  when  a  
statement  or  idea  came  from  a  participant.      
Battiste  (2008)  warns  of  the  loss  of  knowledge  that  occurs  when  Indigenous  
knowledge  is  written  in  English.  Like  any  translations,  the  true  meaning  can  become  
twisted  when  translated  into  another  language.  Therefore,  in  this  research  I  asked  all  
participants  to  review  completed  transcripts  and  to  make  any  changes  that  they  felt  were  
as  necessary.  Four  of  the  seven  participants  suggested  changes  and  I  discussed  
grammatical  changes,  translated  words,  and  main  ideas  in  follow  up  conversations  
through  emails  and/or  phone  calls.    
3.4    Indigenous  language  
Some  researchers  argue  that  understanding  Indigenous  language  is  crucial  to  
Indigenous  research  (e.g.,  Battiste,  2008).  Grande  (2008)  describes  Indigenous  languages  
DVILOOHGZLWK³PHWDSKRUVRIH[LVWHQFHWKDWLPSOLFLWO\FRQYH\QRWLRQVRIPXOWLSOLFLW\
hybridity,  dialectics,  FRQWLQJHQF\DQGDVHQVHRIWKHLPDJLQDU\´  (p.  241).  Despite  the  use  
of  both  Ojibwa  and  English  used  within  my  home  by  family  members,  I  recognize  that  I  
primarily  function  in  the  English  and  Western  form  of  communication,  and  that  these  




differences  can  affect  my  research.  Battiste  (2008)  is  a  strong  defender  of  research  being  
conducted  in  the  language  of  the  people  and  community.  She  states  that  when  researchers  
rely  solely  on  English  or  any  other  colonial  language,  they  will  not  understand  
Indigenous  reality  and  worldview.  Battiste  &  Henderson  (2000)  H[SODLQWKDW³ODQJXDJH
includes  ways  of  knowing,  ways  of  socializing,  and  non-­YHUEDOFRPPXQLFDWLRQ´p.  133).  
They  describe  Indigenous  knowledge  that  is  written  in  a  colonial  language  as  an  assault  
on  Indigenous  people.  To  mitigate  this  as  much  as  possible  I  sought  assistance  from  
participants  to  not  misinterpret  their  words  and  was  mindful  of  my  limitations  in  this  
regard  due  to  my  lack  of  fluency  in  an  Indigenous  language.  Some  of  the  participants  in  
this  research  speak  an  Indigenous  language  as  their  mother  tongue;;  however,  all  
participants  are  comfortable  speaking  English  due  to  their  academic  and  career  
achievements  in  education.  The  conversations  were  primarily  in  English,  some  of  the  
words  used  were  in  Ojibwa,  Cree,  and  Oji-­Cree  to  express  key  concepts  or  to  be  specific  
in  teaching  examples.  
3.5    Methods  
The  dominant  methodologies  within  Western  academia  prescribe  a  certain  set  of  
methods;;  Indigenous  Methodologies  also  refer  to  a  specific  set  of  methods  that  follow  the  
agenda  mentioned  previously.  Wilson  (2001)  explains  that  the  research  methods  chosen  
allow  for  the  formation  of  relationships  between  researcher  and  the  research  topic  with  all  
SDUWLFLSDQWVIXOO\LQYROYHG:LOVRQUHIHUVWRWKHPHWKRGVRI³VWRU\WHOOLQJDQG
SHUVRQDOQDUUDWLYH´S8)  as  commonly  used  methods  in  Indigenous  Methodology,  
ZKHUHDV6WHLQKDXHUSURYLGHVDORQJHUOLVWRIPHWKRGVVXFKDV³LQWHUYLHZVWDONLQJ
circles,  sharing  through  music,  dance,  art  and  drama,  dream  works,  and  revelations  




through  connections  to  natuUH´Sp.  78-­79).  The  method  must  be  relevant  to  the  type  of  
data  being  collected  as  well  as  it  needs  to  be  comfortable  and  respectful  for  both  the  
researcher  and  the  participants.    
In  this  research  I  focus  on  the  method  of  listening  to  story  or  personal  narrative  
that  arises  from  the  semi-­structured  interviews  (conversations).  Though  I  had  pre-­set  
questions  (appendix  A)  given  to  participants  before  the  conversations,  I  did  not  focus  on  
the  questions;;  rather,  I  used  them  as  prompts  to  conversation  and  story.  This  form  of  
semi-­structured  interview  follows  the  advice  of  Kovach  (2009)  who  H[SODLQVWKDW³WKLV
gives  research  participants  an  opportunity  to  share  their  story  on  a  specific  topic  without  
the  periodic  disruptions  involved  in  adhering  to  a  structured  apSURDFK´S.  Grande  
(2008)  describes  research  methods  in  Indigenous  research  as  tools  for  researchers  to  
engage  with  their  participants  and  to  build  relationships,  trust  and  reciprocity.  Stories  are  
UHIHUUHGWRDVD³holistic  quality  of  Indigenous  metKRGRORJLHV´Kovach,  2009,  p.  94),  
WKH\DUHJURXQGHGZLWKLQD³UHODWLRQVKLS-­EDVHGDSSURDFK´  (Kovach,  2009,  p.  98)  and  are  
known  for  sharing  teachings,  teaching  consequences  and  promoting  cohesion.    
3.6    Site  description  
  
The  conversations  took  place  in  Thunder  Bay,  Ontario;;  however,  many  
participants  were  primarily  located  in  northern  Ontario  with  two  currently  working  in  
northern  Manitoba.  I  contacted  5  participants  by  telephone  from  Thunder  Bay  and  met  2  
participants  on  site  in  Thunder  Bay.    
3.7    Conversations  
  
I  spoke  with  seven  participants  for  approximately  one  hour  in  length;;  the  length  of  
time  was  determined  by  each  participant  and  when  they  felt  they  were  finished  sharing  




their  story.  I  began  by  asking  those  who  know  me  and  with  whom  I  have  an  established  
relationship.  I  continued  the  recruitment  of  participants  by  a  snowball  sampling  form;;  
therefore,  I  asked  participants  for  recommendations  of  other  possible  participants  
(Bogdan  &  Biklen,  2006;;  Knapik,  2006).  I  asked  participants  if  I  could  audio  record  the  
conversations.  The  goal  of  the  conversations  was  to  listen  to  the  personal  narratives  of  the  
participants  involved,  to  be  an  active  listener,  and  to  learn  from  the  participants  about  
what  they  value  on  this  topic.  I  did  not  conduct  formal  interviews  as  the  rigidity  of  
following  questions  would  have  interfered  with  the  purpose  of  continual  growth  and  
understanding.  
3.8    Narrative  analysis  
  
In  the  first  phase  of  the  analysis  I  began  by  transcribing  the  audio  files  from  the  
conversations.  The  second  phase  of  analysis  consisted  of  a  follow  up  session  with  
participants  to  confirm  that  I  accurately  represented  their  knowledge  and  information.  
Four  of  the  participants  responded  with  additional  comments  and  ideas.  The  time  and  
space  between  the  conversation  and  the  follow  up  session  allowed  the  opportunity  for  
each  participant  to  think  about  their  responses,  and  make  any  adjustments  as  they  saw  fit.  
In  the  third  phase  I  entered  all  of  the  transcripts  and  notes  into  Atlas.-­ti,  a  qualitative  
coding  software.    In  the  last  phase  of  the  analysis  I  reviewed  all  of  the  narratives  to  
identify  emerging  themes.  Bogden  &  Biklen  (2006)  explain  that  during  the  process  of  
reading  data  ³FHUWDLQZRUGVSKUDVHVSDWWHUQVRIbehaviourVXEMHFWV¶ZD\VRIWKLQNLQJ
and  events  repHDWDQGVWDQGRXW´S7KLVSURFHVVJXLGHd  me  into  developing  a  
coding  system  along  with  coding  categories  based  on  words  and  phrases  that  I  recognized  
as  themes  from  the  literature,  or  that  were  new  and  seemed  relevant.    




3.9  Participant  profiles  
  
I  spoke  with  seven  individuals  who  have  worked  in  northern  Ontario  or  Manitoba  
in  a  remote  First  Nations  community.  Three  educators  wanted  to  remain  anonymous  and  
out  of  respect  for  their  anonymity  I  share  only  general  background  information  on  their  
experiences.  The  first  educator  that  I  spoke  with  was  a  non-­Native  teacher  who  spent  
within  the  range  of  5  -­  10  years  teaching  in  a  Cree  community.  While  working  in  the  
community  he  immersed  himself  in  the  history  and  language  of  the  community  and  
quickly  became  a  mentor  to  other  non-­Native  teachers  who  came  to  the  community.  
Though  assisting  new  teachers  was  not  in  his  job  description,  he  found  that  non-­Native  
teachers  arrived  with  many  questions  and  in  need  of  more  learning.  
The  second  educator  I  spoke  with  was  a  First  Nation  educator  who  taught  in  her  
own  community  within  the  range  of  1  -­  5  years.  I  found  her  knowledge  and  experience  
came  from  her  position  as  both  a  teacher  and  a  community  member.  She  found  that  non-­
Native  teachers  needed  mentoring,  no  matter  their  age,  with  guidance  in  classroom  
management  and  letting  go  of  past  pedagogy.    
The  third  educator  that  I  spoke  with  was  Mary  Oskineegish,  P\SDUWQHU¶VPRWKHU  
a  First  Nation  educator  who  has  taught  for  25  years  in  her  community  in  northern  Ontario  
along  with  teaching  3  years  in  another  community.  Her  experience  in  education  includes  
kindergarten  teacher,  classroom  teacher,  principal  and  Native  Language  teacher.  She  has  
also  worked  as  a  secretary  and  school  board  member  in  her  community.  Mary  has  always  
made  herself  available  to  educators  who  seek  assistance  in  teaching  and  living  in  the  
community.    




The  fourth  educator  that  I  spoke  with  was  Brenda  Firman,  a  non-­Native  educator  
who  has  worked  in  remote  First  Nations  schools  for  more  than  15  years.  She  has  taught  
as  a  teacher,  special  education  teacher  and  a  principal.  She  currently  teaches  in  a  teacher  
education  program  in  northern  Manitoba.  Brenda  has  also  made  herself  available  to  
assisting  any  teachers  who  have  sought  help.      
The  fifth  educator  that  I  spoke  with  was  A.  Jane  Tuesday,  a  First  Nation  educator  
who  has  worked  in  Aboriginal  education  for  35  years.  She  has  taught  at  the  high  school  
level  for  20  years  and  in  administration  (Principal,  School  Director)  for  15  years.  Jane  
encourages  all  educators  to  learn  from  each  other  and  has  experience  mentoring  educators,  
both  formally  and  informally.  
The  sixth  educator  that  I  spoke  with  is  a  First  Nation  educator  who  has  worked  in  
her  community  in  the  range  of  5-­10  years  in  northern  Ontario.  She  began  as  a  teachHU¶V
aid  and  then  taught  kindergarten  and  grade  3/4.  She  shares  her  knowledge  and  experience  
as  an  educator,  community  member  and  parent.    
The  last  educator  that  I  spoke  with  was  Audrey  Smith,  a  non-­Native  teacher  who  
has  30  years  teaching  background  in  NeZIRXQGODQGDQGMXVWRYHU\HDUV¶H[SHULHQFH
teaching  in  First  Nations  communities  in  northern  Manitoba  and  northern  Ontario.  In  her  
teaching  experience  she  remembered  being  a  young  teacher  and  learning  from  colleagues,  
and  encourages  the  attitude  of  reciprocity,  learning  and  sharing.    
The  ideas  shared  by  the  participants  in  this  research  are  a  small  representation  of  
the  knowledge  and  resources  available  in  education  from  First  Nations  educators  and  
non-­Native  allies.  Though  each  participant  discussed  personal  narratives  and  ideas  based  
on  their  own  experience,  I  am  confident  that  the  advice  provided  in  this  research  is  




relevant  to  successful  teaching  practices  in  First  Nations  communities  beyond  the  
experiences  of  the  seven  participants  interviewed.  I  found  their  contribution  and  ongoing  
dedication  to  improve  education  for  First  Nation  students  invaluable;;  I  am  confident  that  
the  advice  to  listen  and  learn  from  educators,  parents,  and  students  within  each  
community  is  beneficial  to  educators  in  variety  of  educational  contexts.    
  
  




Chapter  4:  Findings  and  Discussion  
  
In  this  chapter  I  highlight  the  themes  that  emerged  from  the  interviews  and  
conversations  with  experienced  educators.  The  knowledge  shared  regarding  successful  
education  in  remote  First  Nations  communities  comes  from  First  Nations  educators  from  
a  variety  of  positions,  such  as  community  members,  parents,  teachers,  and  principals,  and  
from  non-­Native  educators  whose  knowledge  and  experiences  place  them  in  the  position  
of  ally.  I  have  placed  the  information  gathered  into  4  sections:  the  first  section  explores  
who  the  teacher  is,  the  importance  of  building  reciprocal  relationships,  the  role  of  the  
visitor,  and  how  all  three  are  connected  to  successful  teaching.  The  second  section  
discusses  the  importance  of  cultural  integration  in  education  and  its  effects  on  motivation,  
identity  and  overall  well-­being:  specific  discussions  of  language  and  land  are  explored  in  
connection  to  student  success.  The  third  section  looks  at  non-­Native  teachers  willingness  
to  learn  and  professional  characteristics  needed  to  be  a  successful  teacher.  The  fourth  
section  focuses  on  developing  culturally  responsive  lessons,  evaluation  practices,  and  
working  with  the  curriculum  expectations.  Throughout  these  sections,  WKHµGHILQLWLRn  of  
student  success¶  refers  to  holistic  learning  and  growth  which  includes  the  spiritual,  
mental,  intellectual,  and  physical  development  of  the  child.  The  discussion  of  µsuccessful  
teaching  practices¶  refers  to  the  promotion  of  culturally  inclusive  learning  environments  
for  First  Nations  students  and  does  not  include  practices  that  contribute  to  assimilation  
into  the  Western  education  system.        
4.1  The  non-­Native  teacher  
In  this  section  I  discuss  how  the  foundation  for  creating  a  successful  learning  
environment  is  connected  to  who  a  teacher  is  ±  her  or  his  teaching  practices,  willingness  




to  build  reciprocal  relationships,  and  role  as  a  visitor.  Successful  education  cannot  arise  
solely  from  changes  in  policies  or  curriculum  expectations.  These  elements  need  
UHVSRQVLYHHGXFDWRUVZLOOLQJWRHQDFWFKDQJH6WDLUVVD\VWKDW³LWKDVEHHQ
FXUULFXOXPPRUHRIWHQWKDQWHDFKHUVWKHPVHOYHVWKDWKDVFKDQJHG´S  and  that  is  not  
enough.  The  following  discussion  encourages  teachers  to  be  at  the  forefront  of  change  for  
increased  success  for  First  Nations  students.  I  placed  the  three  subsections  of  who  the  
teacher  is,  building  reciprocal  relationships,  and  the  role  of  the  visitor  together  as  all  three  
focus  on  the  non-­Native  teacher  as  a  person  and  their  effect  on  a  student¶s  experience  in  
education.      
,WLVWKHµZKR\RXDUH¶  that  counts.  In  the  search  to  find  successful  
teaching  practices  it  became  clear  that  before  examining  how  to  teach,  the  focus  must  be  
on  who  is  teaching.  Brenda  Firman,  a  non-­Native  educator,  said³LW¶VQRWVRPXFKZKDW
WKHWHDFKHULVGRLQJLW¶VZKRWKHWHDFKHULVEHLQJ´  $QHGXFDWRU¶VVLQFHUity  towards  their  
work  in  a  remote  Native  community  directly  affects  their  ability  to  connect  with  students  
and  the  community  itself.  A  First  Nations  educator  and  community  member  who  has  seen  
educators  use  their  job  for  only  a  paycheque  explains  that:    
If  you  want  to  go  and  teach  in  a  First  Nations  community,  then  be  honest  about  
why  you  are  going  there.  I  know  there  are  a  lot  of  people  who  go  there  because  
they  know  its  JRRGPRQH\DQGWKDW¶VWKHRQO\UHDVRQRUWKH\¶UHJRLQJWKHUHMXVW
to  gain  experience.  
  
Unfortunately  there  are  many  non-­Native  educators  whose  sole  intention  is  to  
make  money  or  gain  the  necessary  experience  to  work  elsewhere  (Taylor,  1995).  These  
educators  are  a  reality  for  many  schools  and  can  have  a  negative  effect  on  the  students.  I  
found  that  the  reference  to  teachers¶  intentions  did  not  imply  that  financial  goals  or  
personal  goals  are  wrong,  rather,  to  discuss  the  problems  that  arise  from  educators  who  





will  often  withdraw  from  them,  consequently  withdrawing  from  their  own  education;;  this  
action  may  become  misinterpreted  by  non-­Native  teachers  as  having  a  lack  of  interest  in  
learning.    A  non-­Native  teacher  who  taught  in  a  remote  Cree  community  for  many  years  
described  how  educators  cannot  fake  their  intentions.  He  said:    
7KH\¶UHJRLQJWRNQRZLI\RXDUHWKHUHIRUJRRGLQWHQWLRQVRUQRW;;  if  \RX¶UH
IDNLQJLWWKH\¶UHJRLQJWRNQRZDQGWKHNLGVDUHJRLQJWRNQRZ7KHNLGVDUH
going  to  know  if  you  have  good  intentions  or  not,  if  you  are  there  just  
collecting  a  cheque.  
    
A.  Jane  Tuesday  shared  a  similar  point:    
People  will  pick  up  exactly  who  you  are,  within  a  month  of  being  here.  They  all  
NQRZ\RXZKDWNLQGRISHUVRQ\RXDUH<RXFDQ¶WIRROSHRSOHHVSHFLDOO\NLGV
YRXFDQ¶WIRRONLGV-­  they  are  a  lot  smarter  than  we  are,  they  can  read  us  so  
much  more  quickly.    
  
Mary  Oskineegish  said  WKDW³ZKHQ>students]  know  you  are  interested  in  their  
lifestyle  they  become  interested  in  you  as  a  teacher´  Non-­Native  teachers  must  become  
aware  of  how  their  personal  intentions  are  connected  to  their  abilities  to  teach.  Taylor  
(1995)  explains  that:  
If  a  non-­Native  teacher  harbours  negative  or,  at  best,  neutral  feelings  towards  the  
community,  it  is  difficult  for  the  teacher  to  keep  them  from  students.  The  
VWXGHQWVHLWKHUFRQVFLRXVO\RUVXEFRQVFLRXVO\GHWHFWWKHWHDFKHU¶VZLOOLQJQHVVWR
SDUWLFLSDWHLQUHVHUYHOLIH«The  students  are  less  likely  to  respond  to  this  type  
of  teacher.  There  is  little  basis  for  trust  between  teacher  and  student  and  




SHUVRQDOLQWHUDFWLRQWDNHVSODFH´6ZDQVRQS-­  therefore  the  social  
environment  can  easily  become  tainted  when  the  teacher  does  not  have  a  sincere  desire  to  
be  there.  An  educator  can  develop  what  they  perceive  to  be  a  brilliant  lesson  but  without  




the  sincerity  of  wanting  to  be  there  and  wanting  to  develop  relationships  the  teacher  ±  
student  connection  becomes  lost.  Brenda  Firman  explained  this  further:    
  Remember  LW¶VWKHZKR\RXDUH7UXVWZLOOKDSSHQDQGLIZKR\RXDUHLVDNLQG
honest,  caring  person  in  that  classroom,  then  you  can  make  mistakes  and  learn  
from  them  without  it  being  something  dramatic  from  it  in  terms  of  you  and  your  
class.  
  
Non-­Native  teachers  will  be  in  the  role  of  teacher  and  learner  -­  their  capacity  for  
being  a  good  teacher  will  depend  on  their  willingness  to  learn.  Non-­Native  teachers  will  
be  faced  with  a  variety  of  challenges,  and  without  a  willingness  to  learn,  negative  
outcomes  are  almost  assured.  (GXFDWRUV³QHHGWREHFRPHRSHQDQGZRUNWRZDUGVFXOWXUDO
FRPSHWHQF\ZKLFKLVDERXWZKR\RXDUHDVDSHUVRQQRWZKDWRWKHUSHRSOHDUH´%UHQGD
Firman).    
Another  part  of  this  idea  is  to  avoid  assuming  the  identity  of  First  Nations  people.  
An  experienced  First  Nations  educator  pointed  out  that  ³WKHEHVWZD\IRUDQRQ-­
Aboriginal  teacher  to  be  respectful  is  to  not  take  on  the  wannabe  status.  -­  «%HZKR\RX
DUH<RXGRQ¶WKDYHWRDVVXPHDQLGHQWLW\DVDQ$ERULJLQDO5  person´  Nor,  she  said,  are  
educatRUVH[SHFWHGWR³NQRZLWDOO´RUWDNHRQWKHUROHRIDVDYLRXU³WKH\¶UHQRWH[SHFWHG
to  help  a  community´  Being  who  you  are  means  being  aware  of  your  own  cultural  
background  and  the  privileges  connected  to  it.  Working  towards  cultural  competency  
does  not  require  educators  to  mimic  a  First  Nations  person;;  it  requires  genuine  respect  
DQGVKDULQJRIHYHU\ERG\¶VNQRZOHGJHDQGVNLOOV  
                                                                                                
5  Many  of  the  educators  responded  with  the  same  terminology  (Aboriginal  and  non-­Aboriginal)  that  I  used  
in  my  questions,  most  likely  out  of  consideration  but  these  may  not  be  the  words  they  would  use  elsewhere.  
To  me  this  is  a  lesson  on  how  the  researcher  affects  the  research  and  a  reflection  of  the  SDUWLFLSDQWV¶LPSDFW
on  my  growth.  




Educators  who  are  honest  with  themselves  and  are  open  in  working  towards  
cultural  competency  will  then  become  open  to  building  relationships  which  is  the  next  
essential  step  to  successful  teaching  in  a  First  Nations  community.  
4.12  Building  relationships.  Almost  all  educators  expressed  the  importance  of  
building  relationships  with  students,  parents,  co-­workers  and  community  members.  This  
UHVRQDWHVZLWKWKHOLWHUDWXUHIRUH[DPSOH7D\ORUVWDWHVWKDW³WKHUHODWLRQVKLSWKH\
develop  with  students,  other  teachers,  parents,  and  the  community  will  greatly  influence  
how  they  are  perceived,  and  this  will  alter  their  effectiveness  aVWHDFKHUV´S
Brenda  Firman  believes  that  building  relationships  comes  before  best  teaching  practices  
DQGLVWLHGLQWRWKH³DZDUHQHVVRIZKR\RXDUH´  She  also  strongly  advised  that  
UHODWLRQVKLSEXLOGLQJJRHVEH\RQGWKHFODVVURRP³LI\RXDUHJRLQJ  to  establish  
UHODWLRQVKLSVILUVWRIDOO\RXFDQ¶WMXVWHVWDEOLVKZLWKWKHVWXGHQWV\RXKDYHWRHVWDEOLVK
with  the  parents;;  the  parents  are  the  kids¶  ILUVWWHDFKHUV´It  is  also  advised  that  non-­Native  
teachers  do  not  develop  relationships  with  only  each  other.  Harper  (2000)  explains  that  
the  support  system  that  non-­1DWLYHVGHYHORSFDQ³EHFRPHDOLWWOHWRRLQVXODU´SLI
it  does  not  include  all  colleagues  and  community  members.  Taylor  (1995)  explains  that  
some  non-­Native  teachers  will  react  to  culture  shock  by  developing  close  connections  to  
other  non-­Native  teachers  in  the  community,  disregarding  everyone  else.    
In  my  experience  I  found  that  educators  had  numerous  opportunities  to  connect  
with  families  and  community  members,  going  to  the  store,  local  events,  or  even  just  
going  for  walks  around  the  community.  As  non-­Native  educators  open  themselves  to  
building  relationships  it  will  assist  their  teaching  practices,  especially  when  developing  
culturally  appropriate  activities.  Mary  Oskineegish  highly  encouraged  continuous  




communication,  she  advised  HGXFDWRUVWR³FRPPXQLFDWHZLWKSDUHQWVDQGElders  in  the  
FRPPXQLW\´HVSHFLDOO\ZKHQWKH\³DUHSODQQLQJDFXOWXUDODFWLYLW\´6KHDGGed  WKDW³LW¶V
very  good  to  talk  to  those  in  the  school  who  work  with  you,  to  help  you  in  any  way´  
Audrey  Smith,  a  non-­Native  educator,  said  WKDWUHODWLRQVKLSEXLOGLQJLVD³WZRZD\
VWUHHW´DQGWKDWWHDFKHUVPXVWEHZLOOLQJWRVKDUHWKHLUNQRZOHGJHZLWKFROOHDJXHV.  She  
went  RQWRVD\WKDWLI³you  have  knowledge  that  would  be  helpful  to  others  then  you  help  
them´    
     Educators  who  are  open  and  willing  to  build  relationships  will  find  more  
resources,  knowledge,  and  learning  opportunities  through  co-­workers,  community  
members  and  even  their  students.  Resources  in  isolated  communities  may  appear  more  
limited  compared  to  urban  schools,  however  if  educators  are  able  to  recognize  that  
³HYHU\ERG\KDVNQRZOHGJHKDVVNLOOVWKDWWKH\FDQVKDUHZLWKHYHU\ERG\HOVH´$-DQH
Tuesday)  then  their  educational  resources  will  expand.  One  educator  had  great  help  from  
his  Education  AVVLVWDQW³ZHEHFDPHUHDOO\JRRGIULHQGV:HDUHVWLOOIULHQGVWRGD\\HDK
LILWZDVQ¶WIRUKLP,ZRXOGQ¶WKDYHJRWDORWRIWKLQJV+HWRRNPHXQGHUKLVZLQJVVR  to  
speak´  His  interest  in  staying  in  the  community  during  vacations  may  have  aided  his  
IULHQGVKLSVDVZHOO³,VSHQWP\&KULVWPDV¶VWKHUHDQGP\YDFDWLRQVWKHUHP\VSULQJ
break  there;;  not  always,  but  not  always  going  home,  sometimes  I  would  stay  there´  
     Relationships  promote  and  develop  reciprocity  and  cooperation;;  this  is  seen  as  an  
LPSRUWDQWSRLQWLQ+DUSHU¶VUHVHDUFK6KHVWDWHVWKDW³WKHQHHGWRFUHDWHSURGXFWLYH
rather  than  contentious  working  relationships  between  Aboriginal  communities  and  their  
non-­Aboriginal  teachers  ±  ultimately  to  the  benefit  of  teachers  and,  most  important,  the  
students  ±  ZRXOGVHHPFULWLFDO´S,Q+DUSHU¶VUHVHDUFKWKHQRQ-­Native  




female  teachers  felt  there  was  a  division  between  teachers  and  the  community  and  also  
EHOLHYHG³WKDWPDOHWHDFKHUVVLQJOHRURWKHUZLse,  were  more  easily  integrated  into  the  
community  for  cultural  and  social  reasons.  Men  were  more  likely  to  be  involved  in  
RXWGRRUVSRUWV´+DUSHUS$OWKRXJK,GLGQRWDGGUHVVWKLVVSHFLILFSRLQWLQ
my  conversations,  I  did  not  notice  any  differences  between  female  and  male  non-­Native  
teachers¶  experiences  in  developing  relationships.  A  possible  reason  for  this  different  
SRLQWRIYLHZFRXOGEHWKDWLQ+DUSHU¶VUHVHDUFKVKHIRXQGWKDW³all  of  the  teachers  
indicated  that  they  were  not  intending  to  stay.  Most  expected  to  leave  their  community  
VRRQSDUWLFXODUO\LIPRUHMREVEHFDPHDYDLODEOHLQWKHVRXWK´SZKHUHDVWKHQRQ-­
Native  educators  I  interviewed  had  worked,  or  continue  to  work,  in  communities  for  
many  years  and  made  friendships  and  connections  within  the  community.    
     Educators  who  do  not  build  relationships  or  isolate  themselves  from  the  
FRPPXQLW\XOWLPDWHO\KXUWVWXGHQWVXFFHVV7D\ORUH[SODLQVWKDWVWXGHQWV³ZDQW
their  teacher  to  like  and  respect  the  community.  Obvious  isolation  is  interpreted  by  
VWXGHQWVDVUHMHFWLRQRIWKHFRPPXQLW\DQGLQGLUHFWO\RIWKHPVHOYHV´S,WLV
important  for  non-­Native  educators  to  recognize  that  school  and  community  are  not  two  
isolated  places,  they  are  connected,  and  how  an  educator  interacts  in  either  place  will  
directly  affect  their  relationships  outside  of  the  school  as  well  as  their  instructional  
abilities  within  the  classroom.  
4.13  You  are  the  visitor.  Bell  (2004),  Harper  (2000)  and  Taylor  (1995)  have  
referred  to  the  importance  of  teachers  making  meaningful  connections  in  the  community  
in  which  they  reside.  Adding  to  the  literature,  I  found  that  many  of  the  educators  
interviewed  expressed  the  importance  of  non-­Native  teachers  recognizing  WKHLU³YLVLWRU¶




status  out  of  respect.  One  non-­Native  educator  explained  WKDW³WREHUHVSHFWIXOUHDOL]HWKDW
\RXDUHLQDQRWKHUFRPPXQLW\\RX¶UHLQWKHLUWRZQDQGWKHLUFRPPXQLW\DQGWKH\¶UH
GRLQJWKLQJVWKHLUZD\DQGWKH\¶YHEHHQGRLQJLWIRUPDQ\\HDUV´  A  similar  point  is  made  
by  Audrey  Smith,  who  said³5HPHPEHUWKDW\RXDUHDYLVLWRULQWKLVFRPPXQLW\DQG
\RXQHHGWRUHVSHFWWKHYDOXHVDQGEHOLHIVRIWKHFRPPXQLW\HYHQLILW¶VGLIIHUHQWWKDQ
yours´  A.  Jane  Tuesday  said:    
I  always  tell  teachers,  you  are  a  visitor  here,  we  are  all  visitors  here,  and  as  




It  is  disrespectful  for  non-­Native  educators  to  assume  they  are  community  
members  who  can  state  their  opinions,  beliefs,  and  recommendations  on  community  
matters  upon  arrival.  Non-­Native  educators  must  take  the  role  of  learner  in  order  to  
understand  what  is  best  for  the  students.  This  does  not  take  away  from  the  ideas  and  
suggestions  they  may  have  in  the  school  or  classroom;;  for  example,  a  teacher  may  have  a  
wonderful  idea  to  try  and  should  seek  advice  from  local  community  members  on  how  to  
proceed.  The  difference  is  in  attitude  -­  assuming  to  know  what  is  best  or  acting  as  a  
saviour  versus  being  open  to  learn  and  showing  respect.      
3DUWRIDFFHSWLQJWKHµYLVLWRU¶VWDWXVLVWRIROORZFRPPXQLW\UXOHV$First  Nations  
educator  who  teaches  in  her  own  community  said  that  when  you  are  considered  an  
µRXWVLGHU¶RUµYLVLWRU¶³\RXDOZD\VKDYHWREHSURIHVVLRQDOVDPHZLWKDIWHUVFKRRODQGWKH
hours  after  school,  you  have  to  be  careful  who  you  let  inside  your  home  too,  who  you  
become  friends  with´  Educators  must  be  cautious  about  allowing  their  home  to  be  a  
place  for  drinking  or  inappropriate  partying.  Mary  Oskineegish  said  WKDW³\RXDOVRKDYH
to  be  aware  of  negative  things  happening,  like  drugs  and  alcohol  here  in  the  community.  




You  have  to  know  the  community  by-­laws´  Taylor  (1995)  also  cautions  teachers  from  
socially  drinking  as  they  normally  would  outside  of  the  community.  He  explains  that  
when  alcohol  is  viewed  as  a  problem,  those  who  casually  drink  are  associated  with  the  
problem.  Students  need  to  trust  their  teachers  and  view  them  as  a  safe  person  to  connect  
with  and  to  learn  from.            
     Taking  the  steps  to  connect  with  colleagues,  parents,  and  students  is  essential  to  
successful  education,  and  yet  understanding  the  role  of  the  visitor  will  help  teachers  from  
overstepping  their  place  in  the  community.  The  visitor  status  is  not  to  keep  non-­Native  
educators  from  building  relationships  or  contributing  their  knowledge  and  experience;;  it  
is  an  aid  to  help  non-­Native  educators  to  understand  the  distinction  between  sharing  and  
directing.    Being  an  educator  who  wants  to  learn  how  to  be  an  effective  teacher  in  a  
remote  First  Nations  community  opens  the  door  to  learning  about  cultural  inclusion,  
language  and  land.  
4.2  Cultural  inclusion  
    
Schooling  for  First  Nations  students  has  undergone  changes  and  improvements  
with  the  intention  of  reducing  the  student  dropout  rate  (Bell,  2004;;  Fulford,  2007;;  RCAP  
V  37KHVFKRROHQYLURQPHQWPXVWEHLQFOXVLYHWRZDUGV)LUVW1DWLRQVWXGHQWV¶
epistemology  which  includes  their  values,  knowledge  and  identity  in  order  to  eliminate  
assimilative  practices  and  the  division  between  school  and  community.  The  experienced  
educators  that  I  spoke  with  unanimously  supported  cultural  inclusion  in  First  Nations  
education  -­  advocating  that  cultural  inclusion,  which  includes  community  values,  
language,  and  land  based  education,  supports  student  development,  affects  student  
motivation  and,  identity,  and  bridges  the  gap  between  school  and  home  learning.    




In  this  section  I  share  the  knowledge  and  experiences  of  the  educators  whose  
teaching  practices  follow  the  values  and  knowledge  of  their  students.  I  begin  with  an  
exploration  of  the  word  culture  and  continue  with  teaching  examples  and  a  discussion  
about  the  ideas  that  support  the  inclusion  of  culture,  language  and  land  based  education.    
4.21  Culture.  Before  I  can  highlight  the  opinions  and  examples  of  cultural  
inclusion  provided,  I  feel  it  is  important  to  first  discuss  the  word  culture  and  how  my  
understanding  has  changed  throughout  my  conversations.  When  I  began  this  discussion  I  
knew  that  I  did  not  want  to  perpetuate  generalizations  or  stereotypes  of  First  Nations  
culture.  I  shared  my  definition  of  culture  to  include  the  values,  norms  and  lifestyle  of  
each  community.  I  have  since  learned  that  my  definition  needed  refinement  and  that  
using  the  word  culture  can  be  problematic,  leading  to  misunderstandings.    Brenda  Firman  
explained  WKDW³FXOWXUHLVVXFKDFRPSOH[ZRUGWRXVHLWKDVVRPDQ\WUDQVODWLRQVDQG
XQGHUVWDQGLQJV´6KHVXJJHVWed  that:      
Perhaps  it  would  be  good  to  talk  about  aspects  of  culture,  not  cultuUHDVLILW¶V  
one  whole  thing  that  you  can  pick  up  and  have.  So,  thinking  about  what  aspects  
of  culture  can  be  included?  And  what  do  we  mean  by  include?    
  
Changing  the  discussion  from  how  to  include  culture  into  what  aspects  of  culture  
can  be  included  encourages  educators  to  recognize  the  learning  process  that  occurs  within  
the  community  that  they  teach  in.  I  also  want  to  make  it  clear  that  cultural  inclusion  is  
more  than  including  token  cultural  practices  into  the  classroom;;  it  involves  an  entire  
epistemological  shift  that  supports  student  learning.  This  knowledge  is  vital  to  successful  
teaching  practices  and  cannot  be  learned  from  training  institutes  alone;;  the  experts  in  
successful  teaching  practices  come  from  within  the  community.  Learning  about  the  
culture  of  a  community  takes  time  and  effort.  Brenda  Firman  explained  that:  




Culture  is  like  the  tip  of  the  iceberg.  So  the  obvious  stuff,  that  is  the  tip  of  the  
iceberg,  but  it  is  the  deeper  stuff  underneath  that  is  not  easy  to  bring  into  the  
classroom.  The  first  step  is  for  non-­Aboriginal  teachers  to  realize  that  their  way  
is  a  culture  -­  not  just  the  way  it  is  supposed  to  be  -­    that  there  are  differing  views  
and  differences  in  practices.    
  
Hampton  (1995)  points  out  that  Western  education  practices  DUH³DFWLYHOy  hostile  
WR1DWLYHFXOWXUH´SDQGLWLVWKHHGXFDWRUVZKRDUHXQZLOOLQJWRFKDQJHWKDWSURORQJ
the  harmful  practices  that  impede  student  success.  He  describes  these  educators  as  having  
a  perverse  ignorance.  He  explains:  
  The  educator  who  sees  education  as  culturally  neutral  is  similar  to  the  spouse  of  
an  alcoholic  who  denies  the  alcoholism.  There  are  implications  for  practice,    
  self-­concept,  and  feelings  that  both  are  unable  to  face.  Perverse  ignorance  is  a  




  It  is  understandable  that  the  educator  with  a  self-­concept  tied  to  the  ideal  of  
helping  children,  with  preparation  that  does  not  include  multicultural  
competence,  with  a  curriculum  that  ignores  or  systematically  distorts  the  culture  
of  his  or  her  students,  and  with  unresolved  personal  issues  of  racism  and  
ethnocentrism  could  not  recognize  the  extent  to  which  education  is  both  
culturally  bound  and  actively  hostile  to  Native  culture.  (p.  36)  
  
When  educators  recognize  that  thHVFKRROFXOWXUHGLUHFWO\DIIHFWVDVWXGHQW¶V
identity,  pride,  and  educational  motivation,  they  in  turn  become  cultural  allies  for  
inclusive  education.  Haig-­%URZQ	+RGVRQVWDWHWKDW³remembering  the  past,  
resisting  assimilationist  schooling,  taking  responsibility  for  ourselves  and  the  education  
of  all  our  relations,  those  committed  to  Aboriginal  education  in  Canada  today  are  creating  
VLWHVIRUUHJHQHUDWLRQRI,QGLJHQRXVWKRXJKWDQGDOOWKDWLWLPSOLHV´S7KH
following  are  examples  and  ideas  that  contribute  to  this  shift  to  support  First  Nation  
students  in  their  education  journey.  




A  First  Nations  teacher  who  taught  grade  7/8  in  her  community  shared  her  
opinion  on  including  aspects  of  culture.  She  said,  ³to  me  it  is  of  utmost  importance.´She  
dHYHORSHG³DFXUULFXOXPUHVRXUFHRQ>KHU@FRPPXQLW\¶VKLVWRU\WKDWWHDFKHUVFRXOGSLFN
XSDQGGHYHORSOHVVRQSODQVDURXQG,W¶VYHU\LPSRUWDQW´  She  shared  her  experience  of  
including  accurate  literature  for  a  novel  study  while  teaching  a  grade  7/8  class.  
Dissatisfied  with  the  selection  of  books  available  to  the  students,  she  instead  brought  in  
novels  by  Ruby  Slipperjack6  entitled  Honour  the  Sun,  Weesquachak  and  the  Lost  Ones  
and  Little  Voice.  She  chose  novels  that  provided  students  with  an  accurate  representation  
of  culture,  family  and  everyday  living  in  northern  Ontario.  She  encouraged  student  
success  by  providing  school  material  that  improved  student  interest,  increased  relatability,  
and  encouraged  a  positive  sense  of  self.  She  noticed  the  reaction  of  her  students  while  
reading  these  novels:    
The  students  did  not  want  to  stop  reading  them  because  they  could  relate  to  it.  The  
stories  and  the  characters  and  the  setting  and  all  of  that,  they  were  excited.  To  see  
them  excited  about  something  was  great.  They  were  hungry  for  their  stories.      
    
A  First  Nations  teacher  who  currently  teaches  primary  grades  in  her  community  
connected  the  importance  of  cultural  inclusion  with  her  own  educational  experience,  said,  
³,WKLQNLWLVYHU\LPSRUWDQWIRUDWHDFKHUWRXVHWKHLU  background,  because  when  I  was  
\RXQJHUDQGJRLQJWRVFKRRO,GLGQ¶WNQRZP\RZQLGHQWLW\DQG,IHOWORVWIRUDORQJ
time´  She  explained  WKDWZKHQWHDFKHUVVHHNWRLQFOXGHDQGYDOXHDVWXGHQW¶VZD\VRI
NQRZLQJLWDOORZVWKHVWXGHQW³WRVHHZKRWKH\DUHand  to  see  how  important  it  is  to  be  
who  you  are´  She  connected  LQFOXVLRQWRVWXGHQWV¶LGHQWLW\DQGVHOI-­esteem.  As  a  teacher  








in  the  primary  grades,  she  shared  examples  of  how  she  has  included  traditional  foods  and  
games  in  her  classroom:    
The  kids  in  the  school  back  home,  they  like  cooking,  they  like  bannock  making.  
Same  with  the  kindergartens,  we  did  that  a  long  time  ago  with  them.  They  really  
liked  the  bannock  making.  With  the  other  ones,  I  guess  it  depends  the  age  level  
too.  Like  with  the  older  ones,  the  kids  were  taught  how  to  prepare  a  goose.  
7KDW¶VIRUROGHUNLGVQRWIRU\RXQJHURQHV7KH\RXQJHURQHVSUREDEO\ZRXOGEH




I  really  promote  that  the  Aboriginal  way  of  teaching  is  so  important  because  
WKDW¶VSDUWRIWKHLUFXOWXUH,W¶VKDUGWRVHSDUDWHWKDW%XW,WKLQNEHLQJ$ERULJLQDO
I  understand  that  really  well  because  that  is  where  I  come  from  too.  I  went  
through  that  system;;  I  went  up  to  grade  12  with  5  years  of  university,  but  a  price  
I  had  to  pay  for  it  was  a  lot,  I  paid  a  huge  price  to  get  an  education.      
  
A.  Jane  Tuesday  therefore  highly  recommended  WKHLQWHJUDWLRQRIVWXGHQWV¶
culture  into  the  education  experience.  She  said³,WLVYLWDOWRLQWHJUDWHLQWRWHDFKLQJWKH
FXOWXUDOEDFNJURXQGRIVWXGHQWV,WLVDSDUWRIZKRWKH\DUH´DQG³LI\RXGRQ¶WLQFOXGH
the  culture  of  the  students  they  will  gradually  feel  like  their  culture  is  not  as  important  
and  eventually  the  culture  could  get  lost´  She  shared  an  example  of  connecting  land  with  
language  arts  for  a  grade  5/6  class:      
  7KHUHLVDFRQQHFWLRQZKHQWHDFKHUVNQRZZKDW¶VKDSSHQLQJDQGWKH\WXUQWKDW
knowledge  into  ELA  [English  Language  Arts];;  they  have  them  writing  about  it,  
talking  about  it.  Cameras.  We  got  tons  of  kids  taking  pictures  out  there,  and  
everybody  will  come  back  and  do  a  picture  book.  The  grade  5/6  will  have  a  
SLFWXUHRIWKHPRXWWKHUHDQGWKH\¶OOZULWHDERXWLWVR\RX¶UHLQWHJUDWLQJODQJXDJH
arts  in  there  WRR,W¶VDQLQWHJUDWLRQRIWKDWZKDWHYHULVKDSSHQLQJRXWWKHUHWR
bring  it  into  the  school.    
  
Mary  Oskineegish  explained  why  teachers  need  to  become  culturally  competent;;  
she  said  that  when  students  know  that  their  teacher  genuinely  wants  to  learn  about  them  
³WKH\EHFRPHLQWHUHVWHGLQ\RXDVDWHDFKHUWHDFKHUVVKRXOGEHDZDUHRIWKDWZKHUHYHU




they  go  when  they  go  into  the  communities´  She  continued  to  VD\WKDW³ZKHQ\RX
communicate  with  students  or  the  community  you  have  to  be  open  to  the  questions  they  
ask.  They  are  really  open  these  students  when  they  want  to  get  to  know  you  or  when  you  
want  to  know  them´  Brenda  Firman  views  the  integration  of  cultural  inclusion  as  
³FULWLFDO´VKHH[SODLQed  WKDW³LIWKHFKLOGUHQGRQ¶WVHHZKRWKH\DUHUHSUHVHQWHGLn  their  
school,  in  their  classroom,  and  in  their  education,  then  how  can  we  ever  expect  them  to  
HQJDJHZLWKWKDWHGXFDWLRQ"´  
Reinforcing  the  point  made  in  the  previous  section  on  the  necessity  of  finding  
educators  who  want  more  than  personal  experience  and  financial  gain,  it  is  not  hard  to  
imagine  that  educators  with  only  personal  goals  would  not  invest  themselves  in  the  effort  
to  re-­learn  their  teaching  practices  and  learn  how  to  create  a  culturally  conducive  learning  
environment.  A  successful  educator  waQWVVWXGHQWVWRµHQJDJH¶LQHGXFDWLRQZLWKRXW
paying  the  price  of  losing  their  identity.  It  is  imperative  that  the  teacher  make  efforts  to  
EHFRPHFXOWXUDOO\FRPSHWHQWWREHDEOHWRLQWHJUDWHDVSHFWVRIDVWXGHQW¶VFXOWXUHDQG
provide  positive  accurate  representations  in  the  school.    
When  teachers  become  culturally  competent  and  include  appropriate  aspects  of  
WKHLUVWXGHQWV¶FXOWXUHWKH\ZLOOVHHDGLIIHUHQFHLQPRWLYDWLRQLQWHUHVWDQGVHOI-­esteem.  
³&XOWXUDODZDUHQHVVLVFULWLFDOWRLQIOXHQFLQJPRWLYDWLRQand  essential  to  delivering  a  
VXFFHVVIXOOLWHUDF\SURJUDPLQDQ$ERULJLQDOFRPPXQLW\´6ZDQVRQS$
Native  teacher  noticed  improvement  in  student  engagement  after  including  Ruby  
6OLSSHUMDFN¶VQRYHOVLQKHU/DQJXDJH$UWVOHVVRQV6KHVDLG³WKHLr  interest  increases,  
[and]  their  attention,  because  a  lot  of  times  they  will  get  side  tracked,  fooling  around  and  
whatever,  but  they  were  on  task  so,  I  found  that  really  neat´  Audrey  Smith  observed  the  




increased  interest  and  motivation  of  her  students  in  a  grade  3/4  class  when  she  actively  
included  topics  that  students  understood  in  all  of  the  subjects.  She  said:  
  They  participate  more  in  the  discussion  because  they  understand  what  you  are  
talking  about.  They  talk  about  it  in  their  own  language  and  things  like  that.  It  
gives  them  the  feeling  that  their  way  of  life  is  important,  like  when  you  are  
WDONLQJDERXWKXQWLQJRUILVKLQJWKHQWKH\¶OONQRZZKDW\RXDUHWDONLQJDERXWEXW
if  you  start  talking  about  something  like  a  subway  or  an  apartment  complex  
some  of  them  will  have  no  idea  what  you  are  talking  about,  so  they  are  not  
interested,  they  are  not  motivated.  If  you  talk  about  things  that  they  will  
understand  then  you  got  them  interested  and  motivated.    
  
A.  Jane  Tuesday  shared  her  thoughts  on  cultural  inclusion  and  the  effect  on  
student  self-­esteem:  
,KDYHVHHQVWXGHQWV¶VHOI-­esteem  increase  when  a  teacher  knows  the  language  
and  includes  First  Nation  culture  in  the  classroom.  I  think  a  lot  of  them,  well  
WKHUH¶VQRWPXFKIRUNLGVWRKDQJWKHLUKDWVRQVR  to  speak.  You  turn  on  
WHOHYLVLRQDQGLW¶VDOODERXWZKLWHSHRSOH\RXJRWRWKHFLWLHVHYHU\VWRUHHYHU\
EDQNWKHUHUHDOO\LVQ¶WDQ\YLVLEOH$ERULJLQDOSHRSOHLQPDQDJHPHQWSRVLWLRQV
so  I  think  they  need  to  have  that  sense  of  pride.  When  somebody  comes  along  
and  includes  culture  as  part  of  their  teaching  it  really  uplifts  them  to  see  that  they  
DUHRIYDOXHEHFDXVHHYHQLQRXUERRNVDQGRXUWHDFKLQJWKHUH¶VUHDOO\QRWKLQJ
about  Aboriginal  values  in  the  school  system.    
  
It  is  clear  that  it  is  critical  for  all  educators  to  develop  culturally  inclusive  teaching  
practices.  A  crucial  step  toward  cultural  competency  is  to  learn  and  value  the  language  of  
DFRPPXQLW\DQG³WRGHILQHDQGXQGHUVWDQG1DWLYHOLWHUDF\LQRUGHUWRPRYHDZD\IURP
the  situation  of  Aboriginal  students  being  measured  by  Euro-­Western  definitions  and  
move  into  a  balanced,  non-­FRPSHWLWLYHUHODWLRQVKLSEHWZHHQWKHFXOWXUHV´3DXOVHQ
p.  27).  One  of  the  ways  of  learning  and  supporting  culturally  inclusive  practices  is  
through  language.  
4.22  Language.  Language  was  the  most  encouraged  aspect  of  cultural  inclusion  
by  First  Nations  and  non-­Native  educators.  Many  educators  speak  from  their  own  
experience  in  witnessing  the  benefits  of  language  immersion,  especially  in  the  younger  




grades.  Mary  Oskineegish,  who  currently  teaches  in  her  own  community,  witnessed  the  
benefits  of  an  immersion  program  while  teaching  in  another  community.  She  said:    
  I  was  teaching  in  kindergarten  to  grade  1,  and  the  students  were  only  learning  in  
their  language,  with  syllabics.  Later  on  in  life  I  saw  these  students  in  grade  8  and  
they  were  doing  very  well  in  English,  and  I  feel  very  proud  that  I  got  to  see  these  
students.  Even  one  student  invited  me  to  her  grade  12  graduation  from  that  other  
community,  because  she  really  saw  her  own  identity  as  a  First  Nations  person,  
and  she  is  really  proud  that  she  is  a  First  Nations  person.    
  
0DU\EHOLHYHVWKDW³VWXGHQWVGRQ¶WORVHWKHLULGHQWLW\ZKHQWKH\WHDFKWKHLU
language  at  the  beginning  of  their  school  years´  She  is  a  strong  advocate  for  language  
immersion  in  her  own  community.  Another  example  of  a  language  instruction  program  
was  described  by  Brenda  Firman,  who  shared  a  creative  example  of  providing  equal  
space  for  both  languages:  
We  had  a  language  instruction  program  going  and  so  the  rooms  at  the  school,  in  
WKHFODVVURRPVLQWKHSULPDU\ZHUHWRWDOO\LQWKHODQJXDJHZHOOWKH\ZHUHQ¶W
really,  but  we  were  working  towards  it.  All  the  visuals  around  the  room  were  in  
syllabics;;  it  was  a  lot  more  of  who  the  kids  are.  Then  we  had  a  room  that  was  
English,  which  kind  of  made  it  really  good  because  we  had  lots  of  different  
kinds  of  resources  in  there;;  we  had  different  picture  dictionaries  and  other  
resources.  So  then  the  students  would  go  and  have  their  English  class  in  their  
English  room,  and  they  loved  it  -­  they  loved  learning  English.  So  now  we  were  
turning  it  on  its  heels  and  so,  okay  this  is  you,  and  now  we  are  going  to  learn  this  
and  it  was  fun  to  learn  and  we  could  talk  about  the  differences  too.  Well,  this  is  
how  we  do  it  in  English  anGWKLVLVKRZZHGRLWLQ\RXUFRPPXQLW\,W¶VQRWthe  
way  but  is  a  new  way  to  learn  -­  EXW\RXVWLOOKDYH\RXUZD\DQGWKDW¶VRND\
They  were  really  doing  well  in  both  places  and  in  their  own  classrooms  they  
were  starting  to  do  the  kinds  of  things  we  are  used  to  kids  doing  as  they  are  
OHDUQLQJ7KH\MXVWORYHGWRUHDGDQGZULWHDQGWKH\¶UHUXQQLQJDURXQGSXWWLQJ
little  booklets  together  and  writing  little  things  on  it  but  they  were  doing  this  in  
their  own  language  and  in  syllabics  just  independently,  you  know  those  natural  
GHYHORSPHQWWKLQJVDQGWKH\ZHUHDOVROHDUQLQJWKHLU(QJOLVKDQGLWZDVQ¶WD
pain.  They  loved  going  there  -­  they  were  so  excited,  and  we  just  split  them.  
  
Each  community  will  have  its  own  ideas  and  methods  of  language  inclusion  that  a  
non-­Native  educator  can  support.  A  big  step  in  demonstrating  support  is  to  learn  the  
language.  Learning  a  language  reveals  the  history  and  values  of  a  community.  A  non-­




Native  educator  can  learn  words  and  their  translation  and  they  can  also  take  a  closer  look  
at  what  the  pieces  of  the  words  mean  to  begin  to  understand  the  history  of  the  language  
and  the  community.  For  example:    
When  you  bring  that  language  in  and  choose  to  learn  more  about  the  language,  
particularly  getting  away  from  a  translation  approach  to  the  language,  then  you  
start  to  learn  more  as  a  non-­Aboriginal  person  about  the  values  and  norms  
because  it  is  embedded  in  the  language.  (Brenda  Firman)    
  
To  understand  the  values  and  norms  of  a  culture  it  takes  more  than  translation  of  
the  words  from  one  language  to  another,  you  have  to  look  at:  
What  are  the  pieces  of  the  word  that  make  up  that  word  and  what  do  those  pieces  
mean  and  when  you  put  them  together,  what  is  the  thought  that  comes  across  as  
you  use  that  word?  ,DOZD\VVD\GRQ¶WWUDQVODWHWKHZRUGV  translate  the  idea.  
7UDQVODWHWKHIHHOLQJVWUDQVODWHWKHFRQQHFWLRQVGRQ¶WJLYHPHDZRUGIRUZRUG
translation  but  it  really  does  go  deeper  when  it  is  taken  apart  so  it  was  something  
that  was  part  of  mentoring  or  part  of  training  non-­Aboriginal  teachers  to  come  to  
understand  some  of  that,  and  that  might  be  a  gift  that  they  actually  take  to  a  
community  when  they  start  asking  people  to  help  bring  some  of  the  language  
into  the  classroom.  And  it  certainly  is  a  way  to  learn  more  about  the  essence  of  
what  a  culture  is.  (Brenda  Firman)    
  
An  example  of  this  is  a  direct  translation  of  an  Ojibwa  word  for  milk,  jo  jo  sha  bo,  
which  means  PRWKHUV¶EUHDVWPLON.  The  value  and  history  of  a  community  can  be  seen  in  
the  language.  Mary  Oskineegish  shared  another  example  in  the  Ojibwa  word  for  bacon,  
which  is  ko  koosh.  Because  bacon  is  considered  a  modern  word,  ko  koosh,  which  actually  
means  pig,  is  used  for  bacon  as  well.    
Non-­Native  educators  must  not  feel  overwhelmed  by  a  new  language  since  
anyone  can  bring  language  into  their  classroom.  If  the  students  speak  fluently  then,  allow  
them  the  space  to  speak  it  freely,  to  let  them  be  the  teacher  and  help  the  educator  learn  
from  them,  or,  if  the  students  are  struggling  to  learn,  then  both  teacher  and  students  can  
learn  together.  Audrey  Smith  recommended  LQYLWLQJ(OGHUVLQWRWKHFODVVURRP³KDYH




them  visit,  get  the  children  to  play  some  games  or  something  where  they  are  using  their  
language  and  you  know  they  could  point  to  certain  things  and  get  the  Elders  to  say  it  in  
their  language  then  have  the  children  repeat  it´  ,W¶VDOODERXWPDNLQJWKHWLPHWKURXJKRXW
WKHGD\³7KH\ZRXOGFHUWDLQO\KDYHWRPDNHWLPHLQWKHLUVFKHGXOHWREULQJLQWKH(OGHUV
SDUHQWVRUZKRHYHUDQGJHWWKHPWRWDONWRWKHFKLOGUHQ´$XGUH\6PLWK1HJDQHJLMLJ&  
Breunig  (2007)  describe  the  importance  of  looking  to  the  Elders  for  language  restoration;;  
³(OGHUVDUHWKHFXOWXUDOVSLULWXDODQGODQJXDJHH[SHUWVDQGLQFUHDVLQJO\WKHLU





(Haig-­Brown  &  Hodson,  2008,  p.  174)  and  language  was  never  placed  as  a  singular  
subject  separate  from  all  other  learning.  Battiste  (2000)  encourages  educators  to  bring  
(OGHUVLQWRWKHFODVVURRPLQRUGHUWRUDLVH$ERULJLQDOFRQVFLRXVQHVVDQG³HQULFK
NQRZOHGJHRIVWXGHQWVDQGWHDFKHUV´S7KHLQFOXVLRQRI(OGHUVDIILUPV
Aboriginality  as  explained  by  Paulsen  (2003):    
When  teachings  are  passed  from  the  Elders  to  the  younger  generations,  literacy  
takes  on  the  traditional  form  and  is  being  lived  out  in  contemporary  society.  
7KHUHE\OLWHUDF\EHFRPHVWKHDFWLYHIRUPRIOHDUQLQJHYLGHQWLQRQH¶V
development  of  knowledge,  values,  and  way  of  being.  Literacy  is  brought  back  
into  the  everyday  lives  of  Native  peoples  ±  reconnecting  intergenerational  ties  
and  being  infused  into  the  lifelong  process  of  affirming  Aboriginality.  (p.  26)    
  
Actively  learning  the  language  makes  a  huge  difference.  It  models  respect,  it  
models  the  YDOXHRIOHDUQLQJWKHODQJXDJHDQGLWDLGVDWHDFKHU¶VFXOWXUDOFRPSHWHQF\DV
mentioned  earlier.  A  non-­Native  teacher  shared  his  experience  learning  Cree:    





As  a  teacher  I  tried  to  learn  the  language,  I  would  sit  in  during  their  Cree  classes.    
It  was  a  Cree  community  and  so  I  would  sit  in  them  and  try  to  practice  and  
experience  that.  Actually,  my  first  few  years  I  would  put  the  Cree  word  of  
WKHZHHNVLPSOHWKLQJVOLNH³QLVNDN´IRUJHHVHDQG,ZRXOGSUDFWLFHLWDQG
put  it  on  the  wall.    
  
Though  non-­Native  educators  are  highly  encouraged  to  bring  the  language  into  
WKHVFKRROLWLVLPSRUWDQWWRUHPHPEHUWKDWODQJXDJHLQVWUXFWLRQ³QHHGVWRPRYHEH\RQG
WKHFODVVURRPVHWWLQJE\LQFOXGLQJ(OGHUVDQGWKHRXWGRRUHQYLURQPHQW´1HJDQHJLMLJ	
Breunig,  2007,  p.  312).      
4.23  Land.  Haig-­Brown  &  Hodson  (2008)  describe  the  land  as  the  first  teacher.  
They  state  that:  
  Education  in  Canada,  broadly  defined,  begins,  and  always  has  begun,  in  relation  
to  the  land  and  Aboriginal  peoples.  Since  time  immemorial,  Aboriginal  peoples  
have  integrated  lifelong  teachings  and  learning  into  the  everyday  worlds  of  their  
communities.  Always  reinforcing  the  relations  of  all  beings  to  one  another,  the  
land  becomes  the  first  teacher,  the  primary  relationship.  (p.  168)  
  
Language  and  land  are  intertwined  and  inseparable.  Though  I  have  placed  it  into  
two  separate  discussions,  they  actually  flow  together  as  one.  Mary  Oskineegish  said  that  
³ZKHQHYHUZHWU\WREULQJFXOWXUDODFWLYLWLHVLQWRWKHVFKRROLWGRHVQ¶WUHDOO\ZRUNZH
have  to  take  the  students  out  into  the  land  and  the  teacher  has  to  be  willing  to  go  to  these  
activities  too´  ,QKHUH[SHULHQFHWHDFKLQJLQKHUFRPPXQLW\VKHKDVQRWLFHGWKDW³ZKHQ
the  teacher  really  wants  to  teach  the  students  he  or  she  goes  along  with  the  class´  At  
times  it  may  not  be  possible  for  teachers  to  go  on  outdoor  excursions;;  for  example,  if  
only  some  of  the  students  leave  for  cultural  activities  the  teacher  may  be  responsible  for  
teaching  students  who  attend  school.  A  non-­Native  educator  shared  his  experience  in  this  
VLWXDWLRQ+HFRQQHFWHGWKHVWXGHQW¶VODQGDFWLYLWLHVZLWKWKHLUFODVVURRPOHDUQLQJE\
asking  them  to  share  their  experience  through  writing  or  speaking  or  by  example:  ³WKH\




would  show  me  what  they  did  and  show  me  how  they  do  their  traps´  When  students  left  
IRUKXQWLQJILVKLQJRUWUDSSLQJWKH\³ZHUHDFFRPPRGDWHGWKH\ZHUHDOORZHGWROHDYH
WKH\ZHUHQ¶WSXQLVKHGIRULWDQGZKDWHYHUZRUN,FRXOGJHWIRUWKHPZKHQWKH\JRWEDFN
then  that  is  how  we  worked  things  out´  The  more  knowledge  and  experience  teachers  
have  of  their  students¶  experiences  the  easier  it  is  to  blend  all  activities  as  one  learning  
experience.  In  this  case,  the  non-­Native  teacher  engaged  in  hunting  activities.  He  said,  
³Geese  was  the  big  hunting  that  would  be  in  the  fall  and  spring,  and  I  would  join  them  
before  classes.  I  would  join  the  men  and  the  kids  and  be  up  at  5  or  6  and  go  to  8:30  or  9´  
It  is  critical  that  the  teacher  view  cultural  activities  as  part  of  the  school  curriculum  and  
look  to  find  ways  to  blend  the  students¶  experiences  with  their  learning  goals  at  school.    
Another  idea  shared  by  a  non-­Native  teacher  was  to  turn  the  tables  on  the  students  
DQGDVNWKHPWREHFRPHWKHWHDFKHU³:HZRXOGJHWWKHPRXWLQWRWKHODQGDQGZHJR
RXWVLGHDQGJHWLQWRWKHODQGDQGVD\µRND\VKRZPHKRZWREXLOGDKXW¶µGRDWHHSHH7¶
or  something  like  that,  so  we  spent  a  few  days  doing  that´  When  an  activity  required  an  
expert  to  teach  both  teacher  and  students,  he  asked  community  members  if  they  would  
come  and  share  their  knowledge  with  the  class:  ³,DVNHGWKHPLI\RXJHWDFDULERXFDQ
you  bring  it  into  the  school  for  me  or  if  you  get  a  moose  or  a  bunch  of  geese´  To  do  this  
requires  the  teacher  to  be  flexible  throughout  the  school  year.  He  would  tell  students  to  
bring  caribou,  moose,  and  geese  to  school  and  would  move  the  desks  and  books  ³cause  
you  never  know  when  someone  is  going  to  shoot  a  moose  or  caribou´  and  he  asked  the  
students  to  show  him  what  to  do  with  the  animal.  
                                                                                                
7  The  outdoor  land  activities  must  be  based  on  the  traditions  and  history  of  the  community.  I  t  cannot  be  
assumed  that  the  activity  of  building  a  teepee  will  be  appropriate  or  respectful  in  every  community.  




A  First  Nations  educator  explains  that  land  based  education  requires  educDWRUV³WR
EHDEOHWRVWHSRXWVLGHRIWKHER[)RUH[DPSOHZKHQ\RXDUHLQWKHFODVVURRPDQG\RX¶UH
KDYLQJDJRRGOHVVRQPD\EH\RX¶UHOHDUQLQJVRPHWKLQJLQVFLHQFHDERXWWUHHV´the  
teachers  can  take  the  initiative  of  taking  students  outside  to  be  with  the  trees.  As  much  as  
educators  need  to  be  organized  and  have  well  planned  school  activities,  it  also  helps  to  be  
able  to  take  advantage  of  good  opportunities  when  they  arise.  Taking  the  opportunity  to  
bring  the  lesson  outdoors  as  often  as  possible,  a  First  Nations  teacher  shares  similar  
DGYLFHIURPKHUH[SHULHQFHWHDFKLQJSULPDU\JUDGHVVD\LQJ³the  younger  grades  really  
like  the  outdoors.  You  can  incorporate  any  kind  of  lesson,  just  take  them  out  more´  
Some  schools  will  incorporate  cultural  days  and  or  land  activities  into  the  school  calendar;;  
for  example,  Mary  Oskineegish  shared  some  of  these  activities:  
7KHUH¶VDORWRIDFWLYLWLHVLQRXUFRPPXQLW\:HKDYHRXUFXOWXUDOGD\VLQRQH
week  we  go  moose  hunting  in  September,  most  of  the  First  Nation  teachers  in  
WKLVFRPPXQLW\JRRXWKXQWLQJZLWKWKHLUIDPLOLHVDQGZLWKVWXGHQWV«7KHQRQ-­
Native  teachers,  some  of  them  go  out,  but  a  lot  them  get  left  behind,  because  
WKH\GRQ¶WUHDOO\OLNHEHLQJRXWLQWKHODQG,Q$SULOZHDOVRGRJHHVHKXQWLQJ±  
that  is  another  cultural  activity  -­  we  also  have  to  go  out  into  the  land  for  that  too.  
  
Another  example  of  cultural  activities  incorporated  within  the  school  day  comes  
from  A.  Jane  Tuesday,  who  said  that³each  classroom  has  half  a  day  so  Monday  would  
be  grade  9  the  whole  afternoon,  Tuesday  is  grade  7/8,  even  up  to  kindergarten  has  an  
hour  and  a  half  of  Native  culture  every  day´  She  explained  that  this  is  done  with  










Land  based  education,  language  instruction,  Elders,  and  community  members  
shoulGEHSDUWRIDVWXGHQW¶VHYHU\GD\OHDUQLQJH[SHULHQFH,WLVDOVRKRZQRQ-­Native  
educators  can  learn  about  the  values  of  the  community,  incorporate  them  into  the  school  
and  become  culturally  competent.  A.  Jane  Tuesday  shared  an  example  of  a  program  that  
includes  Elders  and  land  based  education:    
:KDWZH¶YHGRQHKHUHDWRXUVFKRROLVWKDWZHEULQJLQ(OGHUV  Once  a  week  we  
bring  in  somebody.  We  do  a  lot  of  storytelling  because  that  is  one  of  the  main  
ways  of  learning  is  storytelling.  We  have  a  program  with  INAC  -­  LW¶VDSURSRVDO
that  we  send  in  every  year.  All  schools  in  Manitoba  do  that.  With  that  money  we  
SD\KRQRUDULXPV:HGRWKHSURWRFROZKHUH\RXLQYLWHDQ(OGHUDQG«\RXKDYH
to  give  them  something  -­  VRPHWLPHVLW¶VDQDUWLFOHRUVRPHWKLQJ,SXUFKDVHG
when  I  go  to  Winnipeg.  So  you  know  we  have  Elders  that  are  sharing  our  stories  
with  us,  community  people  coming  into  our  classrooms,  talking  about  the  old  
days,  and  they  take  kids  out  on  the  land.  We  have  a  program  here  called  Native  
culture  where  we  have  a  Native  culture  teacher  but  he  has  helpers  from  the  
community  and  they  take  kids  out  on  the  land  and  we  teach  kids  how  to  trap,  
how  to  snare  rabbits,  going  out  to  identify  different  herbs,  different  medicinal  
plants,  we  have  all  that  going  on  here.    
  
All  of  these  examples  encourage  educators  to  become  culturally  competent.  
Brenda  Firman  explained  that:    
With  the  cultural  competency,  then  you  are  open  and  aware,  and  then  bringing  
the  language  in,  and  searching  out  people  who  will  do  that,  making  the  spaces  
open  for  them  so  that  they  can  do  it  in  their  own  way  and  in  a  good  way,  going  
on  the  land  and  connecting  the  language  and  the  land  there  as  well.  This  is  where  
the  students  can  begin  to  re-­learn  who  they  are  as  well.  Particularly  with  
technology,  assimilation  is  on  fast-­track.  
  
The  multitude  of  examples  reveals  the  efforts  successful  educators  make  to  
FRQGXFWWHDFKLQJSUDFWLFHVDQGSUHSDUHOHVVRQVWKDWDUHEHVWIRUWKHLUVWXGHQWV¶OHDUQLQJ
needs.  These  examples  do  not  always  follow  curriculum  guidelines  and  are  not  
necessarily  taught  in  teacher  education  programs,  but  are  just  an  example  of  what  non-­
Native  teachers  can  learn  if  they  are  open  and  willing  to  learn.  
  






Non-­Native  educators  in  previous  research  have  expressed  their  concerns  over  
inadequate  teacher  training  and  preparation  for  working  in  remote  Aboriginal  
communities  (e.g.,  Agbo,  2006;;  2007;;  Berger  &  Epp,  2007;;  Harper,  2000).  Non-­Native  
educators  in  these  studies  felt  deprived  of  formal  training,  resources  and  professional  
development  opportunities  in  comparison  to  the  resources  available  in  urban  communities.  
The  educators  I  interviewed  revealed  numerous  learning  opportunities  and  resources  
available  in  remote  First  Nations  communities.  Non-­Native  educators  must  arrive  with  a  
willingness  to  learn,  flexibility  in  their  teaching  practices  and  must  have  an  open-­mind  
towards  other  ways  of  teaching  and  learning.  In  this  section  I  share  stories  of  meaningful  
growth  and  learning  opportunities  available  to  educators  in  remote  communities  as  well  
as  review  characteristics  most  commonly  seen  in  successful  educators.  Professional  
development  in  education  institutions  is  not  the  only  resource  available  to  teachers;;  some  
of  the  educators  interviewed  expressed  concern  regarding  the  training  provided  in  
education  institutions.  For  example,  a  non-­Native  teacher  explained  WKDW³ZKDW\RXOHDUQ
LQXQLYHUVLW\LQWHUPVRIFODVVURRPPDQDJHPHQWDQGZKDWWKHVWXGHQWVDUHGRLQJWKDW¶V
almost  -­  ,GRQ¶WZDQWWRVD\RXWWKHZLQGRZ  -­  but  I  mean  a  lot  of  it  is  not  going  to  be  
practical´  Instead  he  found  an  abundance  of  learning  opportunities:    
I  wanted  to  learn  everything,  I  wanted  to  absorb  everything  I  could  -­  «WKH\
KDYHDORWRIUHVRXUFHVDVNWKHPEHFDXVHDORWRIWLPHV\RX¶OOWHDFKVRPHWKLQJ
and  you  could  be  wURQJLQWKHWHDFKLQJRILWVRLW¶VEHWWHUWRDVNDGYLFH  
  
Non-­Native  teachers  may  notice  that  education  programs  outside  of  First  Nations  
communities  may  not  prepare  them  for  every  situation,  but  with  a  willingness  to  learn,  
and  continued  learning,  success  is  possible.    




4.31  Willingness  to  learn.  From  the  stories  shared,  I  found  three  distinct  places  
for  educators  to  develop  further  learning  and  resources.  Learning  arises  from  personal  
reflection,  the  school  (colleagues  and  students)  and  the  community  itself.    The  first  
opportunity  for  growth  comes  from  personal  reflection;;  a  non-­Native  educator  shared  his  
experience:  
  For  me  it  was  a  lot  of  late  nights  and  a  lot  of  preparing  for  these  lessons  and  





night¶V  sleep.  ,¶PUHDG\WRJRLQWKHPRUQLQJ,JHWWKHUHDQGLWGLGQ¶WZRUN´  As  difficult  
as  those  moments  are  for  educators,  they  can  also  be  meaningful  experiences  for  growth.  
He  explained  WKDW³\RXKDYHWRUH-­evaluate  and  assess  -­  RND\ZK\GLGQ¶W  this  work?  -­  and  
maybe  this  was  a  little  too  tough  for  them  to  comprehend,  so  whatever  the  reason  you  
have  to  figure  it  out´    
Audrey  Smith  also  encouraged  reflection  and  re-­evaluation  in  personal  teaching  
SUDFWLFHVDGYLVLQJHGXFDWRUVWR³WU\DWHDFKLQJSUDFWLFHDQGVHHLILWZRUNV,ILWGRHVQ¶W
try  something  else´    Brenda  Firman  suggested  modifying  lessons  and  ideas  based  on  the  
needs  of  the  students:  
  <RXGRQ¶WMXVWEULQJVRPHWKLQJLQVWUDLJKWDZD\\RXKDYHORWVRIOHVVRQSODQV
lots  of  samples,  lots  of  ideas,  lots  of  things  to  do,  and  then  you  check  in  to  your  
local  environment  to  see  how  you  need  to  modify  it.    
  
She  added  to  this  idea  by  providing  self-­reflective  questions  non-­Native  educators  
can  ask  themselves,  which  are³$UH\RXSURYLGLQJDQHGXFDWLRQDOH[SHULHQce  that  is  
ZRUWKFDULQJDERXW",QZKDWZD\VDUH\RX"$QGLQZKDWZD\VDUHQ¶W\RX":KDWGR\RX





impact  on  student  success.  When  the  educational  outcomes  of  students  do  not  meet  the  
expectations  of  the  educator  they  may  judge  and  place  blame  on  the  students,  their  
parents,  and  their  cultural  affiliation,  also  known  as  the  cultural-­deficit  discourse  
(Orlowski,  2008).  Brenda  Firman  said  WKDW³PDNLQJMXGJHPHQWVRQRWKHUpeople,  
SRLQWLQJWKRVHILQJHUVFRPLQJIURPDSRVLWLRQRISRZHU´LVQRWULJKW6KHDVNVQRQ-­Native  
HGXFDWRUVWR³QHYHUIRUJHWWKDWVLPSO\E\WKHFRORXURI\RXUVNLQ\RXDUHLQDVXSHULRU
SRZHUSRVLWLRQWKDW¶VZLWKRXWDGGLQJWKHIDFWWKDW\RXDUHDWHDFKHU  and  have  all  this  
FRQWUROQHYHUIRUJHWWKDW´5HIOHFWLng  on  teaching  practices  that  are  damaging  to  First  
Nation  students  can  help  identify  them  so  they  can  be  eliminated  and  replaced  with  
teaching  practices,  lessons  and  school  materials  that  respect  student  knowledge  and  
values.  Anderson  (2002)  writes:  
The  role  of  the  teacher  is  vitally  important.  The  first  task  of  the  teacher  is  to  plan  
a  variety  of  learning  opportunities  for  students.  This  requires  a  great  deal  of  
thought  about  materials  and  goals  for  the  activities.  It  requires  cooperation  with  
colleagues  in  a  rich  community  of  educators  in  the  Anishinaabe  ways.  (p.  303)  
  
Anderson  (2002)  FRQWLQXHVWRH[SODLQWKDWZKHQWKHHGXFDWLRQV\VWHP³GRHVQRW
KRQRXU´$QLVKinawEHVWXGHQWVWKH\ZLOO³UHPRYHWKHPVHlves  from  that  system.  They  do  
WKLVE\GURSSLQJRXWRIVFKRROEXWDOVRE\EHKDYLQJLQZD\VWKDWVWRSWKHLURZQOHDUQLQJ´
(p.  297).  Teaching  practices  and  student  success  have  a  direct  cor-­relation  and  educators  
must  be  willing  to  reflect  on  their  own  role  and  contribution  towards  student  success.  
This  act  of  reflection  and  self-­awareness  can  be  part  of  the  de-­colonizing  process  to  aid  
non-­1DWLYHHGXFDWRU¶VDELOLWLHVWRHOLPLQDWHoppressive  practices  (Bishop,  2000;;  Dion,  
2009;;  Iseke-­Barnes,  2008;;  Strong-­Wilson,  2007).  Tompkins  (2002)  points  to  the  denial  of  
racism  in  education  as  problematic.  She  says  that  she  has  rarely  heard  the  problem  of  




underachievement  of  students  being  discussed  as  a  result  of  racism.  Instead  it  is  denied,  
HYHQ³ZKHQVWDWLVWLFDOSURRI  shows  the  problem  of  underachievement  to  be,  in  fact,  tied  to  
racial  and  cultural  affiliation  it  is  framed  as  an  individual,  family,  community  or  cultural  
SUREOHP´S$-DQH7XHVGD\VKDUHd  her  experience  with  racism  in  Canada:  
Sometimes  people  don¶WUHDOL]HWKDWWKH\DUHEHLQJUDFLVW«  One  time  I  was  
taking  a  course  in  the  University  of  Winnipeg.  It  was  an  evening  course  and  I  
ZDVWDNLQJD%ODFNKLVWRU\FRXUVHDQGWKLVSURIHVVRUVD\V³WKH\KDGWRLPSRUW




know  what  to  say.  You  see  that  all  the  time,  but  this  lady  would  never  call  
herself  a  racist  -­  VKHQHYHUZRXOGEHFDXVHWKDW¶VMXVWDSDUWRIZKRVKHLVDQGVKH
GRHVQ¶WUHFRJQL]HWKDW6KHZRXOGQ¶WUHFRJQL]HWKDWLI\RXWROGKHUWKDW6KHMXVW
thoughWµZHOOWKLVLVWKHIDFWV¶\RXNQRZ  
        
On  the  theme  of  not  recognizing  racism,  7RPSNLQVZURWH³3DUWRIWKH
challenge  of  doing  anti-­racist  work  with  white  educators  is  the  task  of  leading  people  to  
see  what  they  have,  up  to  this  point  in  thHLUOLYHVEHHQXQDEOHWRVHH´SAnd  Dion  
(2009)  explains  that:    
  &DQDGLDQVµUHIXVHWRNQRZ¶WKDWWKHUDFLVPWKDWIXHOOHGFRORQL]DWLRQVSUDQJIURP
a  system  that  benefits  all  non-­Aboriginal  people,  not  just  the  European  settlers  of  
long  ago.  This  refusal  to  know  is  comforting:  it  supports  an  understanding  of  
racism  as  an  act  of  individuals,  not  of  a  system.  It  creates  a  barrier  allowing  
&DQDGLDQVWRUHVLVWFRQIURQWLQJWKHFRXQWU\¶VUDFLVWSDVWDQGWKHH[WHQWWRZKLFK
that  past  lives  inside  its  present,  deep  in  the  national  psyche.  The  need  to  deny  
UDFLVPLQ&DQDGD¶VSDVWUHVXUIDFHVDJDLQDQGDJDLQLQLWVSUHVHQWS  
  
Personal  reflection  and  self-­awareness  can  be  a  very  powerful  source  of  
knowledge  for  professional  growth  in  education.  It  can  expose  hidden  racism,  
assimilationist  teaching  practices  and  can  lead  to  critical  pedagogy.  Dion  (2009)  says:        
  Critical  pedagogy  makes  clear  the  need  for  an  investigation  of  the  extent  to  
which  belief  systems  have  become  internalized  to  the  point  that  many  teachers  
unsuspectingly  rely  on  dominant  discourses  to  give  structure  to  their  approach  to  




teaching  without  recognizing  the  inadequacy  or  questioning  the  effects  of  those  
discourses.  (p.  66)  
  
The  meaningful  growth  that  arises  from  personal  reflection  occurs  after  
experiences  in  teaching  begin.  Though  personal  reflection  and  self-­awareness  can  begin  
at  any  time,  the  act  of  trial  and  error  can  expose  hidden  obstacles  unknown  to  the  teacher.    
Another  source  of  learning  can  be  found  within  the  school.  Looking  to  colleagues,  
learning  about,  and  from,  students  are  all  valuable  resources  available  to  educators  if  they  
are  willing  and  open  to  learn.  Mary  Oskineegish  pointed  out  that  it  begins  with  
communication:  
I  would  say  communication  is  a  big  thing  when  you  want  to  work  in  an  
Aboriginal  community,  because  you  have  to  know  what  is  happening  in  the  
FRPPXQLW\DQG\RXKDYHWRILQGRXWIURP>ORFDO@SHRSOHZKDW¶VJRLQJWRZRUN
when  you  are  here  in  this  community.    
  
For  Audrey  Smith,  she  found  colleagues  to  be  a  great  source  to  learn  about  
community  etiquette:  
When  I  was  in  a  community  and  they  closed  the  school  for  3  days  for  
EHUHDYHPHQW«RQHRIWKHWKLQJV,ZDQWHGWRNQRZZDVLVLWDSSURSULDWHIRUPH
to  go  to  school  and  work  or  is  it  more  appropriate  for  me  to  stay  hRPH",GLGQ¶W
want  to  go  to  school  and  do  work  but  be  looked  upon  as  this  is  not  respectful.  So  
this  is  one  of  those  things  I  had  to  find  out.    
  
Audrey  advises  non-­Native  educators  to  turn  to  local  colleagues  to  find  out  what  
is  the  best  thing  to  do  in  various  situations:    
  <RXGRQ¶WZDQWWRGRVRPHWKLQJWKDWLVGLVUHVSHFWIXOHYHQWKRXJKLW¶VVRPHWKLQJ
\RXPD\QRWDJUHHZLWKRULW¶VGLIIHUHQWIURP\RXUFXOWXUH<RXGRQ¶WZDQWWREH
disrespectful.  JXVWDVN\RXU$ERULJLQDOFROOHDJXHV,I\RX¶UHQRWVXUHZKDW  to  do  -­  
ask!    
  
As  a  principal,  A.  Jane  Tuesday  encourages  all  educators  to  learn  from  one  
DQRWKHU6KHWHOOVHGXFDWRUV³WRJRVLWLQRQRWKHUWHDFKHUV¶>FODVVURRPV@ZKHQLW¶V\RXU
prep  time  instead  of  sitting  in  the  coffee  room´  She  recognizes  that  remote  communities  




do  not  have  the  same  resources  as  urban  communities,  but  offers  the  advice  of  learning  
from  one  another  as  a  meaningful  source  of  knowledge.  She  said³(YHU\ERG\KDV
knowledge,  has  skills  that  they  can  share  with  everybody  else´  Learning  from  those  
within  the  school  can  also  include  the  students;;  for  example,  Audrey  Smith  encourages  
teachers  to  learn  about  their  students  in  school  and  outside  of  school,  explaining  that  
³EHLQJLQWHUHVWHGLQWKHPDVDSHUVRQQRWMXVWDVDVWXGHQWDQG\RX¶OOJet  a  lot  more  out  
of  them  that  way´  Swanson  (2003)  attributes  this  to  improvements  in  motivation,  writing:  
³/HDUQHUVDUHPRUHOLNHO\WREHPRWLYDWHGZKHQWKH\DUHHQJDJHGLQWDVNVWKH\ILQG
interesting.  Teachers  should  strive  to  learn  what  students  want  to  know  and  create  
OHDUQLQJVLWXDWLRQVEDVHGRQWKHLULQWHUHVWV´S/HDUQLQJIURPFROOHDJXHVDQGIURP
students  is  connected  to  building  relationships  as  discussed  previously.  Educators  cannot  
expect  to  learn  from  those  that  they  are  not  willing  to  develop  a  reciprocal  relationship  
with.  Relationships  build  trust  and  trust  opens  the  door  to  learning  opportunities.    
The  third  resource  available  to  educators  is  from  within  the  community  itself.  A  
First  Nations  educator  explains  that  taking  the  time  to  get  to  know  the  community  will  
benefit  educators  in  numerous  ways.  A  First  Nations  educator  said:    




        
They  continued:    
,W¶VDOVRLPSRUWDQWWRXQGHUVWDQGZKHUHWKHFKLOGUHQDUHFRPLQJIURP7REH
able  to  know  the  community  that  you  are  going  into,  to  talk  to  people  to  try  
to  do  some  research  on  the  community  itself,  to  be  a  little  bit  more  
knowledgeable  about  the  people  you  are  going  to  work  for  and  work  with.    
  




Brenda  Firman  said  WKDW³HYHU\ERG\¶VJRWJLIWVWKHUH¶VDOZD\VYDOXHDQG\RX
need  to  make  a  connection  between  the  goodness  of  what  home  is  and  what  community  is  
and  your  classroom´  A  First  Nations  educator  who  is  currently  teaching  in  her  
community  said³7KHUH¶VDORWRISHRSOHWKHUHWKDWUDLVHWKHLUNLGVGLIIHUHQWO\´  She  asks  
non-­Native  educators  to  look  at  the  difference  in  family  structures  and  the  importance  of  
H[WHQGHGIDPLO\LQVWXGHQWV¶OHDUQLQJDQGZHOO-­being.  Finding  values  that  educators  can  
FRQQHFWZLWKLVDEHJLQQLQJVWHS$XGUH\6PLWKFRQQHFWHGDFRPPXQLW\¶VUHVSHFWIRUWKH
Seven  Grandfather  Teachings  with  her  own  personal  teachings  within  the  Golden  Rule.  
She  said:    
6RPHFXOWXUHVUHVSHFWWKH6HYHQ*UDQGIDWKHU7HDFKLQJVDQGWKDW¶VZKDWWKH\OLYH
by,  so  you  get  to  know  those  and  what  they  mean.  I  have  one  teaching  in  my  
culture;;  my  culture  sa\VµGRunto  others  as  you  would  have  them  do  uQWR\RX¶
and  well  what  we  call  the  Golden  Rule.  That  Golden  Rule  can  be  applied  to  all  
6HYHQ*UDQGIDWKHU7HDFKLQJVVRLI\RXORRNDWLWLW¶VWKHVDPHWKLQJ\RXU
respect,  your  humility,  your  wisdom,  your  knowledge,  everything  is  the  same,  
and  the  Seven  Grandfather  Teachings  are  the  same  as  the  Golden  Rule.  So  even  
though  we  are  from  different  cultures  we  are  the  same  in  a  lot  of  ways.    
  
While  searching  for  similarities  and  commonalities  is  an  essential  step  to  building  
relationships  it  is  important  to  avoid  learning  from  a  patronizing  position.  Dion  (2009)  
VD\VWKDW³)RU&DQDGLDQVOHDUQLQJDERXW$ERULJLQDOSHRSOHKLVWRU\DQGFXOWXUHIURPWKH
position  of  respectful  admirer  or  patronizing  helper  is  easy  and  familiar.  Learning  that  
requires  recognition  of  implication  in  the  relationship  and  a  responsible  response  is  not  
HDVLO\DFFRPSOLVKHG´S6KHFRQWLQXHd  to  explain  that:  
  Teaching  about  Aboriginal  people  that  confines  itself  to  Aboriginal  interactions  
with  European  settlers  suggests  that  the  value  of  Aboriginal  people  lies  in  their  
ability  to  assist  European  settlers  in  the  building  of  a  new  nation  as  opposed  to  
the  recognition  of  the  existence  of  fully  established,  self-­reliant,  and  self-­
governing  nations  prior  to  European  invasion.  (p.  65)  
  




As  many  of  these  educators  have  pointed  out,  learning  is  key  to  successful  
WHDFKLQJUHFRJQL]LQJWKDWFRPLQJLQWRDVFKRROZLOOLQJWROHDUQIURPRWKHUV¶NQRZOHGJH
as  well  as  willing  to  share  your  own  knowledge  becomes  an  asset,  but  coming  into  a  
school  with  the  idea  that  you  know  better  or  that  you  have  the  answers  is  disrespectful  
and  unwanted.  Audrey  Smith  said³bHZLOOLQJWRDVNIRUKHOSZKHQQHHGHG'RQ¶WWKLQN
WKDW\RXNQRZHYHU\WKLQJGRQ¶WDVVXPH\RXUZD\LVWKHULJKWZD\LI\RXGRQ¶WNQRZ
then  ask  somebody,  never  be  afraid  to  ask  somebody´  Learning  from  a  community  is  not  
a  passive  practice  in  which  an  individual  simply  observes  from  a  distance.  A  successful  
learning  experience  involves  active  participation  in  community  events.  A  First  Nations  
educator  said:                        
:LWKUHJDUGWRWKHFRPPXQLW\LW¶VLPSRUWDQWWRSDUWLFLSDWHLQFRPPXQLW\HYHQWV
not  to  just  isolate  yourself.  Get  to  know  the  entire  community  and  participate  in  
their  event  -­  that  is  how  you  learn  about  the  community  and  the  people  in  it.      
  
An  example  of  full  participation  is  provided  by  a  non-­Native  educator,  who  said:    
  
$Q\WLPHWKHUHZHUHFRPPXQLW\HYHQWV,¶GWU\WRJRWRWKHPWRSDUWLFLSDWH-­  





Mary  Oskineegish  describes  successful  teachers  as  being  visible  in  the  community.  
She  said:    
Be  ready  to  help  in  any  situation  and  be  a  part  of  the  community,  be  visible  -­«
When  you  are  visible  you  talk  to  parents,  leaders,  and  other  teachers  in  here,  
your  co-­workers.  ThaW¶VWKHEHVWWKLQJWKDWFDQKDSSHQZKHQ\RXEHFRPHD
teacher  over  here.    
  
Being  visible  in  a  community  and  being  supportive  and  willing  to  learn  requires  a  
certain  attitude.  A  non-­Native  teacher  explains  that  having  a  negative  attitude  or  ideas  of  
changing  WKLQJVLVQRWDSSURSULDWH³\RX¶UHQRWJRLQJWRFKDQJHDQ\WKLQJ.  The  way  they  




are  thinking,  \RX¶UHQRWJRLQJWRFKDQJH.  The  political  system  -­  RULW¶VQRWJRLQJWR
change  -­  VRGRQ¶WHYHQWU\WR´  He  continued  by  saying:  
Show  respect;;  it  goes  back  to  what  ,¶PVD\LQJDERXWFKDQJLQJWKLQJV<RX¶UHQRW
JRLQJWRJRLQWKHUHDQGVD\µ$KWKLVLVZURQJ¶RUµZK\GR\RXGRWKLV¶RUMXVW
questioning  everything  that  happens.  I  remember  one  teacher  he  used  to  always  
complain  about  bDQQRFN+HXVHGWRVD\µ,GRQ¶WNQRw  why  everyone  says  
bDQQRFNLVVRJRRGDOOLWLVLVMXVWEUHDGLW¶VMXVWEUHDG¶,PHDQWKLVLVWKHLU
WUDGLWLRQDOIRRGWKDWWKH\PDNHDQGHDWHYHU\VLQJOHGD\DQG\RX¶UHNLQGRI
putting  it  down  by  the  way  you  are  talking.  YRXNQRZLW¶VQRWMXVWEUHDGLW¶V
EHHQZLWKWKHPIRUKXQGUHGVRI\HDUV«:KHQ\RXDVNDTXHVWLRQVRPHWLPHVLW
will  take  a  long  time  for  them  to  answer  because  you  got  to  remember  their  first  
ODQJXDJHZRXOGQ¶WEH(QJOLVKDQG\RXDUHDVNLQJDTXHVWLRQLQ(QJOLVKDQGWKH\





Criticizing  and  pushing  personal  agendas  does  not  help  students  succeed.  It  comes  
down  to  being  part  of  the  team,  working  with  your  colleagues,  students  and  parents,  and  
not  against  them.  Brenda  Firman  said³$VDQRQ-­Aboriginal  educator  who  is  visiting  that  
community,  you  caQ¶WFRPHLQDQGVWDUWSXVKLQJWKLQJVDURXQGOLNHWKDW,W¶VMXVWQRW
following  the  values  of  respect´      
There  are  endless  opportunities  for  learning  and  it  begins  by  valuing  the  
knowledge  and  experience  of  all  of  the  educators  and  community  members.  Each  
community  offers  unique  knowledge,  history,  values  and  way  of  living.  Non-­Native  
teachers  can  arrive  with  a  willingness  to  learn,  to  serve  and  to  work  with  their  students,  
with  their  colleagues  and  with  the  community  on  the  educational  goals  of  the  children.  
Though  the  training  process  of  educational  institutions  provides  opportunities  for  
growing  and  learning,  it  is  not  the  only  resource  available,  and  it  could  also  be  a  
hindrance  if  it  perpetuates  assimilation  practices.  Uncovering  the  harmful  pedagogy  and  




ensuring  successful  education  occurs  takes  certain  characteristics  in  the  teacher  that  will  
be  addressed  in  the  next  section.  
4.32  Characteristics.  In  my  conversations  with  experienced  educators  I  asked  
everyone  their  opinion  on  what  personal  characteristics  can  assist  non-­Native  teachers  in  
developing  successful  teaching  practices.  Though  everyone  shared  their  ideas,  the  most  
common  characteristics  were  flexibility,  humour,  open-­mindedness,  listening  and  
patience.    
A  non-­Native  educator  first  responded  by  encouraging  educators  to  have  an  open  
mindVD\LQJ³\RXKDYHWRJRZLWKDQRSHQPLQG«DQG\RXKDYHWRUHDOL]HWKDWHYHQ
though  we  are  in  Canada,  this  is  a  different  place´  He  refers  to  the  fact  that  in  the  
community  itself  you  may  feel  like  you  are  in  another  country,  with  difference  in  
language,  customs,  and  way  of  living.  He  adds  that  open-­mindedness  and  a  good  sense  of  
humour  can  help  in  the  transition.  As  far  as  teaching  is  concerned,  his  recommendation  is  
to  be  flexible:    
Flexibility  is  for  sure  number  one.  You  have  to  make  sure  that  if  you  are  
planning  a  lesson  and  using  the  computer  or  internet,  well,  it  might  be  down,  
okay,  because  of  the  weather,  so  you  have  to  be  aware  of  that  and  you  have  to  
plan  alternative  lessons  and  stuff  like  that.  You  have  to  realize  that  the  students  
are  probably  going  to  be  a  little  bit  under  prepared  according  to  grade  numbers;;  
\RXKDYHWRUHDOL]HWKDW\RX¶UHQRWJRLQJWREHWHDFKLQJWKHFXUULFXOXPDVLW
states.  You  have  to  have  engagement  right  away,  you  have  to  use  a  lot  of  
humour.  I  used  a  lot  of  teasing,  and  teasing  in  a  fun  way,  kind  of  joking  with  
them.      
  
A  common  experience  for  both  of  us  was  the  use  of  humour  in  connecting  with  
students.  I  learned  that  humour  was  a  large  part  of  their  lives  and  the  jokes  from  students  
were  not  a  behaviour  issue  but  a  way  to  connect  with  their  new  teacher.  The  non-­Native  
educator  shared  his  story  on  this  idea:    








humour,  and  put  it  back  on  them  -­  you  know  what  I  mean,  a  lot  of  teachers  did  





(p.  73-­74).  The  non-­Native  teacher  quoted  above  also  said  that  the  adjustment  takes  time  
and  that  colleagues  noticed  a  difference  in  his  teaching  after  the  holidays  of  his  first  year.  
Learning  can  begin  immediately,  but  it  still  can  take  time.    
A  First  Nations  educator  shared  her  ideas  on  necessary  characteristics,  saying  that  
HGXFDWRUVQHHG³SDWLHQFHXQGHUVWDQGLQJDQGFRPSDVVLRQEXWDOVR\RXKDYHWREH
IOH[LEOHDQGNQRZOHGJHDEOH´then  continued:  
When  you  go  into  that  classroom  you  have  to  go  in  with  an  open  mind,  you  have  
to  be  able  to  be  flexible,  to  be  dynamic,  to  be  able  to  adjust  to  the  rhythm  of  the  
classroom,  to  the  students,  not  to  go  in  and  teach  just  that  linear  progression  that  
we  like  to  keep  track  of.  To  be  flexible,  to  be  open  to  student  suggestions  too!  
To  be  able  to  step  outside  of  the  box.      
  
Listening  becomes  a  key  attribute,  especially  when  you  are  learning  from  your  
colleagues,  students,  parents  and  community  members.  Mary  Oskineegish  encourages  
HGXFDWRUV³WREHa  good  listener,  and  be  easy  to  talk  to,  to  be  understanding  of  the  
VWXGHQWV¶QHHGV´she  also  said  WKDWD³VHQVHRIKXPRXULVDOZD\VJRRGRYHUDOODIULHQGWR
all´  A  First  Nations  HGXFDWRUYLHZV³SDWLHQFHDQGDORWRIOLVWHQLQJ´DVLPSRUWDQW
characteristics,  but  she  also  said  WKDW³ZKHQ\RXDUHLQWKHVFKRROKHUH\RXDUHKHUHIRU
the  kids  not  for  yourself´  She  encourages  educators  to  do  what  is  best  for  the  students  
and  to  be  positive  when  speaking  to  them.  She  explained  WKDWVKHGRHVQ¶WXVHWKHZRUG









would  do  it.    
  
A.  Jane  Tuesday  added  µFUHGLELOLW\¶WRWKHOLVWRIFKDUDFWHULVWLFVQHHGHGDQGDOVR
encourages  learning  tKURXJKREVHUYDWLRQ³2EVHUYHWKH)LUVW1DWLRQQDWXUDOODZV-­  They  
are  applicable  to  all  Nations´  She  then  described  the  importance  of  credibility:  
I  had  one  teacher  who  used  to  smoke  like  a  chimney.  Come  national  addiction  
ZHHNDQGVKH¶VWDONLQJDERXWWKe  dangers  of  smoking  and  all  this.  Kids  just  laugh  
and  look  at  each  other;;  you  got  to  be  credible.  ,I\RX¶UHJRLQJWRWHDFK
VRPHWKLQJ\RX¶YHJRWWREHFUHGLEOHµFDXVHNLGVNQRZ\RX«\RXKDYHWREH
credible  if  kids  are  going  to  connect  with  you.  You  have  to  be  credible  and  you  




negative  before  you  go  there´  She  continued  to  explain  how  flexibility  and  organization  
are  practical  characteristics  for  teachers  to  adopt:      
A  teacher  has  to  be  flexible,  understand  that  your  day  may  not  go  as  you  have  
planned,  and  be  able  to  change  your  plans  in  a  mRPHQW¶VQRWLFHEHFDXVH
anything  can  happen.  Maybe  a  student  is  very  upset  that  day  about  something,  
DQGEHFDXVHKHLVXSVHW\RX¶OOKDYHWRGHDOZLWKWKDWDQGWKDW¶VJRLQJWRFKDQJH
the  way  things  are  going  to  happen  that  day.  You  have  to  be  very  flexible  in  
your  schedule.  You  have  to  be  organized,  have  your  work  organized.  I  always  
KDGDWOHDVWRQHZHHN¶VRIZRUNSUHSDUHGDQGWKDW¶VDOOVXEMHFWV7KDWZD\LI,¶P
GRLQJ0DWKDQGWKLQJVDUHQ¶WJRLQJWKHZD\,WKRXJKWWKHQZHFDQVZLWFKRULI
you  are  doing  Math  and  you  get  through  more  than  you  had  prepared  for  that  
day  then  you  have  your  work  prepared  for  the  next  lesson  so  you  can  keep  going.  
,I\RXDUHQRWSUHSDUHGDQG\RXORVH\RXUVWXGHQWVWKHQ\RXFDQ¶WJHWWKHPEDFN
on  task.  But  if  you  are  organized  then  everything  will  be  fine.    
  
Audrey  also  encouraged  KXPRXU³\RXKDYHWRKDYHDVHQVHRIKXPRXUEULQJ
humour  in  your  classroom,  make  jokes  with  the  children  and  try  to  get  them  to  see  the  




positive  of  some  things  instead  of  the  negative´  Humour  was  encouraged  by  many  
participants,  and  it  is  important  to  note  that  humour  does  not  always  mean  that  the  teacher  
must  become  a  clown  or  be  good  at  telling  jokes,  it  simply  refers  to  the  ability  to  laugh,  to  
smile,  to  not  become  angry  when  things  do  not  go  as  planned,  but  to  see  the  humour  in  
OLIH¶VXSVDQGGRZQV,RQFHKDGDVWXGHQWLQJUDGHDVNPHZK\White  people  always  
get  mad  when  they  lose  something?  I  was  showing  frustration  over  losing  my  keys,  but  
his  question  made  me  stop  and  think  about  why  I  and  others  get  angry  at  the  small  things.  
,WFRPHVEDFNWR$XGUH\¶VDGYLFHLQEHLQJDEOHWRVHHWKHSRVLWLYHLQVWHDGRIWKHQHJDWLYH
Audrey  provides  an  example  of  being  positive  and  looking  for  that  positivity  in  every  
student:  
I  taught  a  little  boy  in  northern  Ontario,  and  he  misbehaved  every  day.  He  
ZRXOGQ¶WZRUNKHZRXOGQ¶WOLVWHQKHZRXOGQ¶WGRWKLVKHZRXOGQ¶WGRWKDW6R
for  about  3  weeks  every  day  I  had  to  remove  him  from  my  classroom  and  had  to  
EULQJKLPWRWKHSULQFLSDO¶VRIILFH,FRXOGQ¶WKDYHKLPLQPy  classroom  when  he  
LVGLVUXSWLQJKH¶VQRWOLVWHQLQJKH¶VQRWGRLQJZKDWKHLVDVNHGWRGRVRKHKDG
to  be  removed  for  a  period  of  time.  One  day  I  said  to  myself,  this  is  nonsense;;  
there  is  nothing  wrong  with  him  -­  KHLVDVVPDUWDVDQ\RQHWKDW,¶YHKDG  in  my  
FODVVURRPKH¶VMXVWORRNLQJIRUDWWHQWLRQDQGZKHQ\RXDUHORRNLQJIRU
attention,  negative  attention  is  just  as  good  as  good  attention  because  all  he  
ZDQWVLVDWWHQWLRQ$QG,WKRXJKW,¶PJRLQJWRVHHZKDW,FDQGRWRWXUQKLP
around.  So  I  started  not  acknowledging  his  bad  behaviour  but  acknowledging  his  
good  behaviour;;  every  time  he  behaved  good  I  would  praise  him  up.    Every  day  
he  had  a  good  day  I  kept  him  after  school  and  I  would  have  a  little  talk  with  him,  
DQG,ZRXOGVD\µ\RXNQRZ\RXZHUHUHDOO\UHDOO\ZHOOEHKDYHGWRGD\¶,VDLG
µWKLVLVWKHEHKDYLRXUZHZDQWWRVHH¶DQG\RXNQRZWKDWOLWWOHER\WXUQHGULJKW




there  is  positive  in  every  child.    
  
The  characteristics  mentioned  do  not  cover  all  possibilities  for  successful  teaching  
practices;;  they  merely  provide  an  example  of  what  has  worked  for  these  experienced  
educators  or  what  they  have  seen  in  successful  educators.  The  fact  that  almost  everyone  




mentioned  flexibility,  humour,  open-­mindedness,  listening  and  patience  does  point  to  
there  being  concrete  ideas  that  lead  to  successful  teaching  and  therefore  successful  
learning  for  students.      
4.4  Culturally  Responsive  Education  
  
Culturally  responsive  education  is  more  than  a  supplementation  of  the  provincial  
curriculum  with  cultural  activities.  It  is  an  active  transformation  of  the  education  system  
that  places  First  Nations  epistemology  at  the  centre  of  learning.  Kirkness  (1998)  says  that  
³PXFKWLPHKDVEHHQORVWHLWKHUHPXODWLQJWKHIHGeral  or  public  school  systems  or  merely  
Band-­Aiding,  adapting,  supplementing  when  they  should  have  been  creating  a  unique  and  
PHDQLQJIXOHGXFDWLRQ´SS-­12).  Everyone  is  a  part  of  this  transformation,  and  it  is  
important  that  non-­Native  educators  work  alongside  community  members  to  support  the  
FRPPXQLW\¶VYLVLRQRIHGXFDWLRQIRUWKHLUFKLOGUHQ(YHU\FRPPXQLW\LVXQLTXHLQLWV
ideas  and  vision  which  is  why  it  is  crucial  for  non-­Native  educators  to  understand  that  
any  general  knowledge  about  First  Nations  education  must  not  be  taken  as  the  only  way  
for  every  school  and  every  community.  The  following  are  examples  given  by  participants  
of  culturally  responsive  lessons,  supportive  evaluation  practices,  and  a  discussion  on  
understanding  grade  level  work.  These  examples  must  not  be  viewed  as  the  only  method  
of  teaching  -­  rather  as  inspirations  for  inquiring  educators.      
4.41  Developing  culturally  responsive  lessons.  As  I  listened  to  the  stories  and  
ideas  on  developing  culturally  appropriate  lessons  by  experienced  educators,  I  noticed  a  
common  theme  throughout;;  all  of  the  examples  supported  a  positive  cultural  identity  for  
the  students.  The  teaching  practices  and  activities  mentioned  were  in  the  areas  of  
Language,  Land,  History,  Math,  and  Science.  All  centred  on  engaging  students,  families,  




and  the  community  with  education(GXFDWLRQLVQRWFXOWXUDOO\QHXWUDO³FXOWXUHLVGHHSO\
HPEHGGHGLQDQ\WHDFKLQJ´*D\SDQGGLUHFWO\DIIHFWVDVWXGHQW¶V
experience  in  education.  In  an  American  context,  Gay  (2002)  explains  that:    
Because  culture  strongly  influences  the  attitudes,  values,  and  behaviors  that  
students  and  teachers  bring  to  the  instructional  process,  it  has  to  likewise  be  a  
major  determinant  of  how  the  problems  of  underachievement  are  solved.  This  
mandate  for  change  is  both  simple  and  profound.  It  is  simple  because  it  demands  
for  ethnically  different  students  that  which  is  already  being  done  for  many  
middle-­class,  European  American  students²that  is,  the  right  to  grapple  with  
learning  challenges  from  the  point  of  strength  and  relevance  found  in  their  own  
cultural  frames  of  reference....  Instead,  these  students  have  been  expected  to  
divorce  themselves  from  their  cultures  and  learn  according  to  European  
American  cultural  norms.  This  places  them  in  double  jeopardy²having  to  
master  the  academic  tasks  while  functioning  under  cultural  conditions  unnatural  
(and  often  unfamiliar)  to  them.  Removing  this  second  burden  is  a  significant  
contribution  to  improving  their  academic  achievement.  This  can  be  done  by  all  
teaFKHUV¶EHLQJFXOWXUDOO\UHVSRQVLYHWRHWKQLFDOO\GLYHUVHVWXGHQWVWKURXJKRXW
their  instructional  processes.  (p.  114)  
  
Non-­Native  educators  must  recognize  how  their  own  culture  will  influence  their  
teaching  practices  and  learn  to  provide  a  space  that  is  inclusive  to  all  First  Nations  
students.  It  may  take  time  at  first  to  develop  lessons  that  are  inclusive;;  a  First  Nations  
educator  said:    
You  do  a  lot  of  that  on  your  own  time,  so  it  can  be  challenging,  because  you  
FDQ¶WMXVWJRRQWKHLQWHUQHWRUJRWRWKHOibrary  or  whatever  and  pull  out  what  
you  need,  like  a  non-­Aboriginal  teacher  does  in  a  provincial  system.  There  is  
MXVWVRPXFKWRFKRRVHIURPLW¶VOLNHDJROGPLQHRIPDWHULDOVDQGUHVRXUFHVEXW
ZKHQ\RXDUHFRPLQJIURPWKH$ERULJLQDOVLGHRIWKLQJVLW¶V  more  challenging  
definitely.    
  
Finding  resources  is  connected  to  building  relationships  within  the  school  and  the  
community,  and  building  relationships  does  not  always  happen  instantly.  The  amount  of  
time  it  will  take  depends  largely  on  the  educator,  however  according  to  those  I  spoke  with,  
non-­Native  educators  can  begin  right  away  through  their  openness  and  willingness.    




Mary  Oskineegish  shared  a  lesson  she  developed  while  teaching  a  grade  5/6  class.  It  was  
a  fish  netting  lesson  for  Language  Arts  that  incorporated  Language  Arts  with  Native  
Language  and  land  based  learning.  She  said:  
,¶PJRLQJWRWDONDERXWWKHILVKQHWWLQJOHVVRQ,GRLQWKHZLQWHUPRQWKV«.  First  
we  had  to  get  a  fish  net  that  was  100  yards  long,  and  there  was  no  floaters  or  
VLQNHUV«.  It  almost  took  us  a  week,  to  do  this,  to  go  and  set  up  this  net,  because  
ZHJRWWRVWDUWIURPVFUDWFKWKHQHWZDVQ¶WVHW:HSXWRQWKHIORDWHUVDQGWKH
sinkers,  and  then  after  that  we  went  out  onto  the  lake,  and  then  we  went  out  into  
the  land  and  got  some  people  to  go  with  us,  community  members,  to  make  holes  
RQWKHLFHIRUXV«  and  then  we  were  trying  to  find  where  it  was;;  there  is  a  
tapping  sound  that  you  have  to  hear  under  the  ice  and  that  is  where  you  make  
DQRWKHUKROHDQGWKDW¶VZKDWZHGLGWKHQZHVHWXp  the  net.    I  told  them  all  the  
things  in  my  language,  every  word  that  was  involved,  like  when  you  pull  the  
rope,  and  they  really  enjoyed  it,  that  was  one  day,  probably  four  hours.  The  next  
day,  we  set  it  up  and  then  2  days  later  we  went  to  check  it.  And  all  of  the  words  
that  you  use,  I  have  to  teach  them  before  we  went  out.  I  would  tell  them  what  
words  we  were  going  to  use.  And  I  would  explain  it  too  in  English.  µCause  I  was  
a  classroom  teacher  at  that  time.  And  then  when  we  came  back,  like  maybe  on  
the  5th  day,  we  would  write  stories  about  it.  And  I  have  a  book  here,  they  enjoy  
those  things  when  you  teach  these  students  here.  They  really  enjoy  those  kinds  





noticed  students  enjoying  their  learning  experience.  The  success  of  this  lesson  is  not  that  
it  was  an  outdoor  activity;;  rather,  that  it  was  a  meaningful  outdoor  project  that  
encouraged  students  to  learn  a  skill  that  is  important  within  the  community.  Leavitt  (1995)  
explains  how  meaningful  outdoor  projects  support  student  learning  and  success:      
Children  will  also  benefit  from  participating  in  meaningful  projects  outside  the  
classroom.  School  becomes  a  place  where  in  daily  life  they  become  better  and  
better  at  all  the  skills  required  by  their  community  ±  in  the  present  and  in  the  
future.  The  teacher  will  think,  for  example,  of  the  many  contexts  in  which  
students  can  learn  the  history  and  geography  of  their  community  ±  hikes  and  
canoe  trips,  map  study,  readings,  oral  history,  road-­building,  religious  and  legal  
history,  archaeology,  mythology,  hunting  and  fishing  activities,  agriculture.    





Non-­Native  teachers  need  to  learn  what  skills  are  required  by  the  community  and  
GHYHORSHGXFDWLRQDOOHDUQLQJH[SHULHQFHVWKDWVXSSRUWWKHVNLOOVOHDUQHGLQWKHVWXGHQWV¶
home  lives.  Non-­Native  teachers  are  not  expected  to  become  experts  in  teaching  
traditional  skills  but  are  to  support  those  who  will  teach  them.  This  may  mean  that  
teachers  and  students  are  learning  at  the  same  time;;  for  example,  a  non-­Native  educator  
shared  his  experience  learning  the  history  of  the  community  from  the  Elders  with  his  
students.  He  developed  a  multi-­media  project  for  his  grade  7/8  class  that  merged  Elders¶  
knowledge,  community  history,  and  media  and  included  learning  in  school  and  outside  of  
school.  He  said:    
I  brought  in  a  book  for  the  students  and  read  what  the  Elders  had  said  and  I  said,  
µRND\OHWVLQWHUYLHZWKH(OGHUVQRZ¶VRLWZRXOGEHWKHLUJUDQGSDUHQWVRUHYHQ
their  parents  in  some  cases.  I  wrote  a  number  of  grants  saying  that  the  students  
are  going  to  interview  these  Elders  and  we  got  film  equipment  and  we  sat  down  
DQG,VDLGµLI\RXFDQDVNDQ\TXHVWLRQVDERXWZKDWKDSSHQHGZKDWZRXOG\RX
DVN"¶7KHTXHVWLRQVVWDUWHGFRPLQJRXWVR,FRPELQHGWKHPDOODQGVDWGRZQ
ZLWKWKH(OGHUV«1RZ,JDYHDQKRQRUDULXPMXVWWRWKDQNWKHm,  but  I  thought  
WKH\ZRXOGEHDOLWWOHPRUHDSSUHKHQVLYHGRLQJLWµFDXVHWKLQNRID&%&
interview  if  you  had  lights,  cameras,  you  had  the  microphones,  so  a  lot  were  
intimidated  but  then  after  a  while  they  were  okay  with  it.  Then  we  gave  it  to  the  
community,  gave  it  to  the  Elders;;  that  was  an  awesome  project.  That  was  2  years  
LQWKHPDNLQJ«7KH\ZHUHDUFKLYLQJWKHLURZQKLVWRU\DEVROXWHO\,ZDVWKH
moderator  or  mediator,  however  you  want  to  put  it,  but  it  was  their  questions,  
their  thoughts  that  went  into  it  and  they  guided  it,  I  was  just  kind  of  there  to  
facilitate  it.    
  
Both  the  fish  net  and  community  history  project  share  an  emphasis  on  developing  
on-­going  endeavours.  Neither  project  could  be  completed  in  a  single  class  or  even  a  day,  
but  had  the  students  develop  the  project  throughout  the  school  year.  Although  not  all  
lessons  or  projects  need  to  be  as  long,  it  is  important  to  note  that  educators  can  think  
outside  of  the  box  regarding  the  duration  of  lessons  and  projects.  A.  Jane  Tuesday  shared  
an  activity  for  older  students  in  Science:  





doing  something  on  Grassy  Narrows  with  the  mercury  poison  down  there  in  the  
¶VEXWRIFRXUVHLWLVVWLOOYHU\SUHYDOHQWWRGD\WKH\KDYHPRUHPercury  
UHDGLQJVWKHUHWKDQHYHUEHIRUH7KH\UHDOO\WRRNDQLQWHUHVWLQWKDW«ZKDW
happened  down  there  and  what  is  going  on  down  there.  In  a  way  it  is  teaching  
them  about  their  own  people  across  this  country;;  it  really  makes  a  big  difference  




Friesen  &  Ezeife  (2009)  point  out  their  concern  for  the  lack  of  Aboriginal  
students  in  the  science  fields,  strongly  arguing  for  integration  of  Aboriginal  science  and  
:HVWHUQVFLHQFH7KH\VD\³:HEHOLHYHWKDWLQWHJUDWLQJ$ERULJLQDOVFLHQFHLQWR:HVWHUQ
science  is  particularly  important  for  schools  with  relatively  few  Aboriginal  students.  It  is  
imperative  that  schools  with  mainly  Aboriginal  students  do  the  reverse  by  integrating  
:HVWHUQLQWR$ERULJLQDOVFLHQFH´S7UDQVIRUPLQJ:HVWHUQVFLHQFHLQWR$ERULJLQDO
science  can  be  done  by:  
Incorporating  the  standards  of  spirituality,  service,  diversity,  culture,  tradition,  
respect,  history,  relentlessness,  vitality,  conflict,  and  place,  we  transform  the  
science  curriculum  from  one  which  is  essentially  assimilationist  to  one  which  
honours,  respects,  and  nurtures  our  traditional  beliefs  and  life-­ways,  and  which  
presents  science  and  technology  in  a  more  authentic  way.  Such  a  curriculum  
transformation  could  greatly  benefit  our  students.  (MacIvor,  1995,  p.  90)  
  
A.  Jane  7XHVGD\¶VYLHZUHVRQDWHGZLWKWKH  transformation  of  the  science  
curriculum  by  integrating  Western  into  Aboriginal  science,  as  she  mentioned  that  she  
HQFRXUDJHGDµVFLHQFHGHPRQVWUDWLRQ¶DQGQRWDµVFLHQFHIDLU¶DVDµVFLHQFHIDLU¶SURPRWHV
competition.  When  I  first  started  to  learn  from  the  experienced  educators  I  often  thought  
of  Language  Arts  lessons  when  discussing  developing  culturally  responsive  projects;;  
however,  I  have  since  seen  how  all  subjects  need  to  be  examined  for  their  cultural  biases.    




Non-­Native  teachers  can  do  a  multitude  of  changes  in  their  teaching,  not  just  large  
lesson  plans.  Audrey  Smith  shared  an  example  of  how  she  personalized  Math  for  her  
grade  3/4  students:    
:KHQ,XVHGWRGRSUREOHPVROYLQJ,XVHGWRDOZD\VXVHWKHVWXGHQWV¶QDPHVLQ
the  problems.  They  would  enjoy  that.  They  would  be  like  ±  okay,  well  I  would  
say  something  like  µ-RUGDQDQG0DWKHZZHQWILVKLQJ-RUGDQFDXJKWILVKDQG
Mathew  caught  7  fish.  How  many  fish  did  they  catch  all  together.  They  would  
EHPRUHLQWHUHVWHGDQGWKH\ZRXOGVD\µ,FDXJKWPRUHILVKWKDQ\RX¶DQGWKHQ
they  would  start  talking  about  it  and  it  would  get  them  really  motivated  by  it.  So  
,WKLQNOLNHPRRVHKXQWLQJVRPHERG\¶VGDGFDXJKWPRRVHDQGVRPHERG\
HOVH¶VGDGFDXJKWPRRVHWKHQKRZPDQ\PRUHPRRVHGLG-RUGDQ¶VGDGFDWFK
WKHQ0DWKHZ¶V?  Use  their  names  and  I  found  that  to  be  really  interesting  and  
then  they  used  to  even  make  up  their  own  instead  of  me  making  it  up.  I  said  
µRND\\RXPDNHLWXS¶µWHOOPHZKDW\RXZDQWWRVD\¶DQGWKH\ZRXOGXVHWKHLU
own  names  and  they  would  make  up  things  and  they  were  really  interested  and  
motivated,  and  that¶VRQHRIWKHWKLQJV,GLG  
  
When  non-­Native  teachers  have  ideas  that  they  would  like  to  implement  in  their  
classroom,  it  is  very  important  that  they  do  so  with  the  permission  of  the  school  and  
parents.  Audrey  shared  an  example  of  a  homework  policy  she  implemented  in  her  grade  
3/4  class  with  permission  from  the  school  and  the  parents:    
One  of  my  most  successful  things,  I  think,  that  I  did  was  my  homework  policy.  
When  I  went  to  a  northern  Ontario  community  first,  I  asked  them  about  




a  homework  policy  whereby  they  bring  back  their  homework  and  they  get  a  
sticker  on  the  chart.  In  term  1,  if  they  bring  back  at  least  80%  of  their  homework  
then  they  get  a  reward.  So  that  could  be  something  like,  I  think  we  had  an  ice  
cream  party,  or  maybe  we  would  have  a  banana  split  party.  Those  who  did  not  
EULQJEDFNWKHLUKRPHZRUNWKH\GLGQ¶WJHWWKHUHZDUG7KH\ZHUHWDNHQRXWVLGH
or  they  were  given  work  to  do  while  we  were  having  our  party.  I  sent  home  a  
letter  to  the  parents  explaining  this  homework  policy  and  the  parents  had  to  sign  
a  letter  coming  back  to  me  saying  that  they  read  it,  they  understood  what  I  was  
VD\LQJDQGWKDWWKH\VXSSRUWHGPH6RWKDW¶VZKDWWKH\GLG7KHILUVWWHUP,ZDV
there  I  had  about  95%  of  my  homework  returned,  the  second  term  I  had  about  90,  
third  term  I  had  about  85  because  you  know  what  happens  in  the  last  term  with  it  
almost  being  done.  I  had  parents  come  and  knock  on  my  door;;  if  their  child  was  









The  ideas  and  goals  of  non-­Native  educators  must  be  supported  by  the  school  and  
the  parents.  If  parents  want  their  children  doing  homework  then  teachers  should  work  
with  them  to  encourage  it.  I  would  also  caution  that  non-­Native  teachers  take  time  to  
listen  to  the  parents  and  First  Nation  colleagues  as  I  have  seen  non-­Native  teachers  
become  passionate  in  their  own  agendas  and  are  then  unable  to  hear  those  who  advise  
them  not  to  proceed.  The  more  educators  work  with  parents  the  easier  their  job  will  be  
and  the  better  the  experience  will  be  for  the  students.  Audrey  shared  another  idea  when  
working  with  the  flow  of  the  community.  She  said:  
Another  successful  thing  to  do  is  if  you  got  any  notices  that  have  to  go  home,  
give  them  to  the  students  at  lunch  time.  Because  LI\RXGRQ¶WWKHQWKH\¶OOQHYHU
JHWKRPHEHFDXVHDIWHUVFKRROWKH\GRQ¶WJRKRPHSHRSOHJRKHUHDQGWKHUHDQG
HYHU\ZKHUHDQGWKHQRWHVGRQ¶WJHWKRPH,DOZD\VJDYHRXWP\KRPHZRUN
notices,  forms,  anything  that  had  to  go  home  I  always  gave  to  each  of  them  at  
lunch  time,  so  that  way  I  knew  they  would  get  home.    
  
While  developing  lessons  and  providing  instructional  practices  educators  need  to  
reflect  on  what  they  are  trying  to  achieve.  Brenda  Firman  said:    
  &KHFNZLWK\RXUVHOIZK\\RX¶UHGRLQJZKDW\RX¶UHdoing?  So  if  you  have  set  an  
outcome,  and  you  have  a  learning  objective,  for  your  lesson,  check  where  they  
are  spending  most  of  their  time,  which  is  usually  in  the  assignment  in  whatever  
ZD\\RX¶YHJLYHQLWDQGDUHWKH\DEOHWRDFKLHYHWKDWRXWFRPHE\GRLng  that  
assignment?  Are  they  actually  related?  
  
Developing  successful  lessons  includes  evaluation  as  a  critical  element  of  learning.  
Just  as  instructional  practices,  lessons,  and  activities  must  be  coherent  with  community  
cultural  practices,  so  do  the  methods  of  evaluation.  




4.42  Evaluation.  While  developing  lessons,  questions  regarding  student  learning  
must  always  be  asked.  How  does  an  educator  know  that  the  students  are  learning?  How  
does  an  educator  evaluate  their  learning?  And  how  does  an  educator  know  that  what  they  
DUHGRLQJLVPHDQLQJIXOWRWKHVWXGHQW¶VOLIHORQJOHDUQLQJ"7KHH[SHULHQFHGHGXFDWRUV
tackle  this  topic  providing  a  range  of  ideas  that  incorporate  all  elements  of  learning  such  
as  the  emotional,  physical,  spiritual  and  intellectual.  AssessmeQWV³PXVWEHGHYHORSHG
from  a  sociocultural  perspective,  combining  both  the  social  and  cultural  contexts,  as  both  
SOD\DQLPSRUWDQWUROHLQVKDSLQJDVWXGHQW¶VWKLQNLQJ´)ULHVHQ	(]HLIHS$










A  successful  teacher  keeps  an  eye  out  for  student  responses  to  their  learning  and  
engDJHPHQWPDNLQJDGMXVWPHQWVZKHQQHFHVVDU\6KHDGGHGWKDWVKHPDGH³DGMXVWPHQWV
for  something  that  I  know  that  they  got  but  they  were  just  not  putting  down  on  paper  
properly´  9HUZRRG0LWFKHOO	0DFKDGRZURWHWKDW³1RWRQO\GRHVFXOWXUDOO\
relevant  assessment  create  new  opportunities  and  spaces  for  learning,  but  it  also  helps  to  
create  an  environment  where  Aboriginal  youth  can  engage  in  and  take  responsibility  for  
WKHLUOHDUQLQJ´SS-­63).  If  students  struggle  to  explain  their  knowledge  on  paper  it  is  
important  for  the  teacher  to  adjust  the  methods  of  evaluation  in  order  to  assist  the  




students  in  demonstrating  their  knowledge,  their  growth,  and  their  capabilities.  A  variety  
of  assessment  models  can  be  used.  Mary  Oskineegish  described  some  of  the  provincial  
DVVHVVPHQWWRROVWKDWVKHXVHVVXFKDV³WKHUXEULFUXQQLQJUHFRUGVDQGFKHFNOLVWV´  She  
DOVR³DVVHVVHVWKHPRUDOO\ERWKDVDFODVVURRPWHDFKHURUDVD1DWLYHODQJXDJHWHDFKHU´  
Another  assessment  tool  was  created  by  Verwood,  Mitchell,  and  Machado  (2011)  who  
developed  an  assessment  model  based  on  the  concept  of  the  medicine  wheel  for  a  
SDUWLFXODUFRXUVHWKH\GLGWKLVDVWKH\ZDQWHGWR³FUHDWHVSDFHVDQGSODFHVZKHUH
Indigenous  youth  can  reconnect  to  sources  of  strength,  including  their  cultures,  languages,  
DQGVSLULWXDOWLHV´S$-DQH7XHVGD\GHVFULEHGDVLPLODUKROLVWLFPHWKRGRI
assessment;;  she  explained  WKDWVKHHYDOXDWHV³VWXGHQWVE\WKHLUSDUWLFLSDWLRQDQG
expression  on  their  faces.  I  feel  the  energy  as  it  emanates  from  students´  6KHGRHVQ¶WUHO\
on  marks  solely  as  she  said  that:  
0DUNVGRQ¶WUHDOO\WHOO\RXPXFKDQ\ZD\VLW¶VMXVWDEXQFKRILQIRUPDWLRQ,
WKLQN,¶PPRUHLQWHUHVWHGLQVNLOOVDQGWRVHHLIWKH\XQGHUVWRRGWKDWFRQFHSW
And  if  they  can  demonstrate  to  me  that  they  unGHUVWRRGUDWKHUWKDQMXVWWKDW¶V
EHWWHUWKDQMXVWZULWLQJLWRXWRQSDSHURUZULWLQJH[DPV6RPHSHRSOHGRQ¶WOLNH
writing  exams  and  I  understand  that.    
  
Audrey  Smith  recommended  educators  ask  themselves  a  series  of  questions  when  
evaluating  student  learning:  
Do  they  understand  what  they  have  to  do?  Do  they  need  further  explanations?  Do  
they  need  more  help  to  complete  the  task?  By  their  performance  on  assignments  
and  tests  that  you  give,  by  their  performance  on  one  on  one  conferencing,  can  
they  answer  questions  on  materials  that  were  presented?  So  when  you  review  the  
QH[WGD\GRWKH\UHPHPEHUZKDWKDSSHQHG"'RWKH\NQRZZKDW¶VJRLQJRQ"'R
they  remember  how  to  do  things?  And  are  they  putting  forward  their  best  effort.    
  
She  highly  recommends  that  teachers,  parents  and  students  do  not  compare  
students,  but  focus  on  the  efforts  of  the  student,  to  help  encourage  each  student  to  put  
their  best  effort  forward.  Brenda  Firman  explained  WKDWHYDOXDWLRQDQGDVVHVVPHQW³LVQR




longer  just  about  can  you  do  it,  but  becoming  more  aware  that  assessment  is  part  of  the  
OHDUQLQJF\FOH´DQGHGXFDWRUVQHHGWREHPRUHFRQVFLRXVDQGDZDUHRIZKDWWKH\DUH
DVVHVVLQJEHFDXVH³DVVHVVPHQWLVDSDUWRIOHDUQLQJDQGQRWDVDYDOXHMXGJHPHQW´  
)ULHVHQ	(]HLIHH[SODLQWKDW³WHDFhers  need  to  be  aware  of  the  potential  biases  in  
their  assessments  and  strive  to  eliminate  them  from  their  practice,  or  risk  continuation  of  
WKHF\FOLFSHUSHWXDWLRQRIIDLOXUHIRUPDQ\$ERULJLQDOVWXGHQWV´S,QDVVHVVPHQW
there  are  a  variety  of  tools  to  help  educators  and  students  understand  their  learning  
process.  All  SDUWLFLSDQWV¶  encouraged  non-­Native  educators  to  move  away  from  tests  and  
PDUNVDVWKHRQO\PHWKRGRIDVVHVVPHQWDQGWRORRNDWWKHVWXGHQW¶VHPRWLRQDOSK\VLFDO
spiritual  and  intellectual  learning  as  well.        
4.43  Grade  level  work.  A  concern  for  many  of  the  educators  that  I  spoke  with  
was  the  inability  of  some  students  to  work  at  grade  level  according  to  standardized  testing  
or  provincial  curriculum  expectations.  This  topic  was  not  a  question  that  I  asked,  rather  a  
concern  that  almost  every  experienced  educator  spoke  of  independently.  Based  on  
curriculum  testing,  many  students  are  not  meeting  grade  level  expectations.  Before  
discussing  this  topic  I  feel  it  is  important  to  state  that  educators  must  not  assume  that  all  
students  will  have  academic  difficulties,  and  not  all  schools  have  the  same  testing  results.  
It  is  also  important  to  think  about  why  students  are  not  working  at  provincial  levels;;  does  
the  blame  fall  completely  on  the  students?  Does  the  teacher  or  the  curriculum  have  an  
impact?  Does  the  colonial  context  present  many  barriers  for  students?  Hampton  (1995)  
VXJJHVWVWKDW³Whe  failure  of  non-­Native  education  of  Natives  can  be  read  as  the  success  of  
Native  resistance  to  cultural,  VSLULWXDODQGSV\FKRORJLFDOJHQRFLGH´S8QWLO)LUVW
1DWLRQVHGXFDWLRQLVFRQWH[WXDOO\DSSURSULDWHWRWKHVWXGHQW¶VFXOWXUDOEDFNJURXQG




students  will  continue  to  struggle  and  appear  to  be  developing  below  grade  level.  Being  
aware  without  judgement  of  student  capabilities  is  a  key  ingredient  to  successful  teaching.  
Mary  Oskineegish  pointed  out  the  delicate  balance  regarding  teaching  appropriate  grade  
levels:    
You  have  to  know  where  your  students  are  in  the  grade  level.  If  you  push  them  
too  hard,  they  DUHQRWJRLQJWROHDUQWKH\MXVWVKXWGRZQDQGLWGRHVQ¶WEHFRPHD
JRRGWLPHIRUWKHPDQGWKH\GRQ¶WZDQWWRFRPHWRVFKRRO:HKDYHWRNQRZ
what  level  they  are,  what  level  of  teaching  you  are  going  to  have  them  do.  Not  
too  low,  because  all  the  students  have  different  levels  and  you  have  to  be  aware  
that  there  is  all  different  levels,  especially  when  you  have  a  multi-­grade  
FODVVURRP«:KHQ>DVWXGHQW¶V@WHDFKHUGRHVQ¶WNQRZZKDWOHYHOWKH\DUH,
usually  see  them  have  lack  of  attendance,  and  they  just  doQ¶WZDQWWRFRPHWR




Mary  pointed  out  that  creating  school  work  that  is  too  difficult  can  cause  students  
to  not  come  to  school,  and  on  the  other  side  creating  school  work  that  is  simple  does  not  
help  students  either.  A  First  Nations  educator  said:  
I  did  observe  on  a  number  of  occasions  where  the  teacher  was  more  or  less  
babysitting,  having  students  colour  pictures  or  watch  a  movie.  Killing  time,  
babysitting  more  or  less;;  students  are  being  supervised  sure,  but  what  are  they  
GRLQJ"7KHUH¶VWRRPXFKRIWKDWJRLQJRQ  
  
Educators  need  to  try  multiple  ways  of  adjusting  their  teaching  when  needed.  
Mary  Oskineegish  has  seen  this  often:    
A  lot  of  teachers  try  to  use  the  Ontario  curriculum  and  a  lot  of  them  make  
changes  and  make  adjustments  when  they  know  that  the  students  cannot  do  the  
grade  level.  When  you  do  that,  it  helps  the  students  -­  when  you  do  adjustments  
to  your  teaching  -­  EXWZKHQ\RXVWLFNWR\RXUFXUULFXOXPLWGRHVQ¶WZRUNIRU\RX
up  here  and  they  usually  quit  in  the  year  or  during  the  year.    
  
Adjusting  curriculum  and  adjusting  teaching  styles  are  equally  important.  A.  Jane  
Tuesday  warned  of  the  harm  of  a  lecture  style  approach,  she  said:    






think  they  are  so  behind  in  grade  level,  a  lot  of  them,  and  why  there  is  such  a  
high  drop-­RXWUDWHEHFDXVHWKDWVW\OHRIWHDFKLQJGRHVQ¶WZRUNLWGRHVQ¶WZRUN
very  well.    
  
Brenda  Firman  shared  KHULGHDVIRUDYRLGLQJWKH³EDE\VLWWLQJ´WUDSGHVFULEHG




VHFRQGODQJXDJHVRWKHUHLVQ¶WUHally  a  connect,  and  then  they  get  a  sheet  to  
colour  in,  and  draw  lines  too;;  well  is  that  really  helping  them  learn  to  read?  
Probably  not,  the\¶UH  just  sitting  and  colouring.  
  
She  explained  that  having  students  sit  and  colour  to  fill  time  or  because  they  
woQ¶WOLVWHQWRDWHDFKHU¶VOHFWXUHLVQRWWKHVROXWLRQ,QVWHDGVKHDGYLses  teachers  to  look  
at  the  lessons  they  are  providing  and  make  sure  that  students  are  actually  learning.      
Learning  materials,  instructional  practices,  and  evaluation  practices  must  meet  the  
needs  of  the  students.  All  of  the  educators  shared  stories  of  teaching  split  level  grades  that  
can  result  in  varying  learning  levels  and  capabilities.  It  is  clear  that  non-­Native  educators  
need  to  learn  the  needs  and  interests  of  their  students  in  order  to  develop  effective  
learning  experiences.  It  is  also  clear  that  the  issue  of  students  working  at  multiple  grade  
levels  must  be  approached  without  judgement,  or  discrediting  their  capabilities.    
In  1972,  the  National  Indian  Brotherhood  (now  the  Assembly  of  First  Nations),  
VWDWHGLQLWVSROLF\SDSHUWKDW³XQOHVVDFKLOGOHDUQVDERXWWKHIRUFHVZKLFKVKDSHKLPWKH
history  of  his  people,  their  values  and  customs,  their  language,  he  will  never  really  know  
KLPVHOIRUKLVSRWHQWLDODVDKXPDQEHLQJ´S  It  is  through  the  development  of  
responsive  lessons,  evaluation  tools  and  practices  that  thHVKLIWRI³HGXFDWLRQLQWRFXOWXUH
QRWFXOWXUHLQWRHGXFDWLRQ´  can  be  implemented  (Kirkness,  1998,  p.  12).Through  this  




privilege  of  learning  from  experienced  educators,  both  Native  and  non-­Native  ally,  I  have  
learned  that  transforming  First  Nations  education  to  meet  these  goals  is  an  act  that  goes  
beyond  adjustments  or  adaptations  to  the  education  system,  it  asks  for  all  educators  to  
work  towards  a  learning  experience  that  is  agreed  upon  by  community,  parents  and  
educators.    




Chapter  5:  Summary  and  Conclusion  
  
In  this  chapter  I  summarize  the  main  findings  that  address  the  question  leading  
WKLVSURMHFW³What  do  experienced  educators  (First  Nations  and  ally)  believe  that  non-­
Native  teachers  should  know  about  planning  and  teaching  First  Nations  students  in  
remote  communities  in  northern  Ontario?´7KHNQRZOHGJH  shared  by  the  experienced  
educators  asks  non-­Native  teachers  to  listen  to  colleagues,  parents  and  community  
members  in  order  to  learn  how  to  provide  a  meaningful  learning  experience.  I  discuss  
how  the  findings  from  this  study  reinforce  the  knowledge  in  previous  literature,  such  as  
learning  from  experienced  educators  (Goulet,  2001),  working  in  collaboration  with  the  
community  (Agbo,  2006,  2007;;  Bell,  2004;;  Fulford,  2007;;  Taylor,  1995),  and  
transforming  First  Nations  education  for  increased  success  to  occur  (Kirkness,  1998;;  
Mendelson,  2008).  I  also  discuss  how  the  findings  contribute  to  the  current  literature  with  
a  focus  on  who  the  teacher  is  and  how  this  connects  to  student  success.  The  findings  
respond  to  the  concerns  of  the  non-­Native  and  non-­Inuit  teachers  in  Agbo  (2006),  Berger  
	(SSDQG+DUSHU¶VUHVHDUFKUHJDUGLQJLQDGHTXDWHWUDLQLQJDQGUHVRXUFHV.  
I  conclude  this  chapter  with  further  research  ideas  and  what  these  changes  mean  for  the  
advancement  of  First  Nations  education.      
I  began  this  research  hoping  to  add  to  the  discussion  on  how  non-­Native  educators  
can  learn  to  develop  culturally  appropriate  ways  of  teaching.  After  listening  to  the  
personal  narratives  of  the  experienced  educators  I  realized  that  I  needed  to  shift  the  focus  
IURPµZKDW¶WHDFKHUVFDQGRWRµZKR¶WHDFKHUVDUHDQGKRZWKLVGLUHFWO\DIIHFWVWKH
development  of  a  successful  learning  environment.  A  successful  learning  environment  
reinforces  the  values  students  bring  from  their  home,  encourages  wholistic  development  




and  strengthens  a  student¶s  sense  of  self.  The  education  system,  the  curriculum  content,  
and  teacher  epistemologies  are  all  elements  in  need  of  change  for  success  to  ensue.  First  
Nations  students  are  not  failing,  they  are  not  in  need  of  changing,  it  is  the  learning  
environment  that  is  failing  students.  Anderson  (2002)  explains  that:    
The  education  system  was  not  designed  to  teach  us  that  we  are  Anishinaabe,  but  
indoctrinate  us  as  to  how  we  should  embrace  the  world  of  the  colonizer,  be  
molded  into  the  image  they  have  defined  and  accept,  without  question,  their  
ways  and  our  place  as  second  class  citizens.  (p.  295)    
  
This  discussion  is  not  to  place  blame  on  individual  educators  or  to  take  away  from  
the  sincere  efforts  of  all  educators.  Rather  it  is  to  eliminate  the  current  cultural  deficit  
discourse  often  heard  by  non-­Native  educators  to  justify  the  high  drop  out  rate  of  
Aboriginal  students  in  Canada.  Orlowski  (2008)  found  almost  all  of  the  10  White  high  
school  teachers  he  interviewed  use  the  cultural  deficit  discourse  by  blaming  Aboriginal  
parents  and  cultural  affiliation  for  student  learning  difficulties.  In  this  research,  none  of  
the  educators,  Native  or  non-­Native,  blamed  students,  parents,  community  or  culture  for  
education  difficulties.  Instead  they  focused  on  how  teachers  can  create  a  successful  
learning  environment.  Hampton  (1995)  says  that  ³if  educators  realize  that  they  are  agents  
of  cultural  brainwashing  rather  than  altruistic  helpers,  much  that  is  otherwise  
incomprehensible  becomes  self-­HYLGHQW´S)RUQRQ-­Native  educators  to  be  part  of  
successful  education  practices  they  must  first  recognize  how  colonization  has  affected  
education  in  Canada  and  continues  to  affect  it  today.  Iseke-­Barnes  (2008)  says  that:  
A  step  in  the  process  of  defeating  colonial  power  is  to  recognize  this  power,  how  
it  is  structured  into  an  integrated  system,  and  to  begin  to  disrupt  it  through  
knowledge  of  how  the  system  works.  With  this  knowledge  the  system  can  be  
challenged  and  dismantled.  (p.  123-­124)      
  




The  first  step  is  for  teachers  to  reflect  on  the  pedagogy  that  perpetuates  
assimilative  practices  and  to  recognize  their  own  epistemology  as  well  as  their  students¶  
epistemology.  This  is  not  an  easy  process,  but  according  to  the  educators  I  spoke  with  
and  in  my  own  personal  experience  the  educator  who  is  actively  listening  and  learning  
will  develop  the  capabilities  to  create  the  interconnectedness  of  home  and  school  that  the  
students  need  to  thrive.    
According  to  Bell  (2004),  Fulford  (2007),  Goulet  (2001)  and  the  experienced  
educators  that  I  spoke  to,  there  will  always  be  successful  examples  to  learn  from.  There  
may  be  formal  positions  or  committees  assigned  to  assist  educators  in  transitioning  into  
the  community  or  to  assist  in  developing  meaningful  cultural  activities  (Bell,  2004;;  
Fulford,  2007).  If  there  is  not,  there  will  be  dedicated  educators  willing  to  help  non-­
Native  teachers  in  the  transition  as  shared  by  Goulet  (2001)  and  those  in  this  study.  Most  
of  the  educators  that  I  spoke  to  said  that  they  were  always  available  and  willing  to  share  
their  knowledge  and  experience  with  anyone  wanting  to  know.  It  is  when  non-­Native  
teachers  demonstrate  resistance  to  listening  and  learning,  or  dismiss  what  they  hear,  who  
will  have  difficulties  meeting  the  students¶  needs.    
The  ideas  presented  in  this  project  are  a  snapshot  of  views  and  do  not  represent  
the  views  of  everyone  in  every  community.  That  is  why  many  of  the  educators  spoke  of  
the  importance  of  being  open  to  new  experiences  and  new  ideas.  Those  who  had  
experience  working  in  various  communities  directly  mentioned  differences  in  each  place.  
What  occurs  in  one  place  may  not  work  in  another  community,  especially  if  it  is  against  
the  goals  of  the  community.  Though  there  is  not  one  single  formula  for  non-­Native  
teachers  to  subscribe  to,  there  are  clear  directions  to  help  in  the  transition.  From  the  




knowledge  gathered  in  the  previous  chapter,  I  have  created  six  main  points  that  can  help  
non-­Native  educators  who  are  going  to  teach  in  a  remote  First  Nations  community  in  
northern  Ontario,  and  are  likely  useful  to  consider  in  similar  contexts.  They  are:    
1.   Realize  that  you  are  entering  a  community  with  values,  knowledge,  skills  and  
experience  that  are  vital  to  a  students  learning  experience.  
2.   Reflect  on  your  own  personal  intentions  in  order  to  demonstrate  sincerity,  build  
reciprocal  relationships,  and  recognize  your  role  as  a  visitor.    
3.   Remember  that  you  are  to  be  part  of  a  learning  environment  that  validates  the  
interconnections  between  home,  school,  community  and  culture.  Your  teaching  
practices  must  enhance  the  learning  environment  and  not  go  against  it.    
4.   Successful  education  requires  a  shift  from  authoritative  teacher  to  learner.  As  an  
educator,  you  must  be  willing  to  put  yourself  in  the  humble  position  of  the  learner,  
to  be  flexible,  to  laugh  at  the  good  and  the  challenging,  and  to  be  patient,  
especially  as  the  journey  of  the  learner  can  be  difficult  and  challenging  at  times.    
5.   Work  to  support  culturally  responsive  education  through  lesson  plans,  evaluation  
practices  and  curriculum  expectations.  
6.   Work  to  ensure  that  your  teaching  practices  strengthen  a  student¶s  sense  of  self  
while  developing  their  intellectual,  spiritual,  emotional  and  physical  self.    
Every  community  is  unique  with  its  own  culture,  ideals,  and  ways  of  living;;  
though  not  all  examples  provided  in  this  project  will  be  applicable,  I  am  confident  that  
the  attitude  of  the  learner  can  be  applied  anywhere.  The  attitude  of  the  learner,  being  of  
service,  and  getting  to  know  the  students,  parents,  colleagues  and  community  members  is  




applicable  to  any  community  ±  the  specific  lessons  and  plans  will  have  to  be  adjusted  and  
decided  within  each  community.    
If  teachers  arrive  in  First  Nations  communities  knowing  that  their  learning  is  far  
from  complete  they  may  arrive  more  willing  to  learn.  ,Q$JER¶VUHVHDUFKWKHQRQ-­
Native  teachers  recommended  that  WKH\QHHGHG³WZRWypes  of  orientation:  1)  prior  to  their  
arrival  in  the  community;;  and,  2)  after  their  arrival  in  the  community´S.  Similar  to  
this,  I  suggest  that  faculties  of  education  could  be  viewed  as  part  1  of  training  and  re-­
education  with  part  2  considered  to  be  ongoing  and  occuring  in  the  community.  I  say  
community  and  not  school  as  the  school  is  not  a  separate  entity,  it  is  only  one  source  of  a  
student¶s  growth  and  development.  Until  changes  in  training  and  orientation  take  place  
educators  can  initiate  their  own  re-­education  by  seeking  the  experienced  educators  that  
are  their  colleauges.      
The  stories  shared  by  the  educators  that  I  spoke  with  encouraged  cultural  
inclusion  through  language  and  land  based  learning;;  culturally  responsive  education  
begins  with  sharing  the  values,  knowledge  and  skills  of  the  community.  Educators  are  not  
asked  to  include  aspects  of  culture  into  the  provincial  curriculum  content,  educators  are  
encouraged  to  create  a  learning  environment  that  is  an  extention  of  the  learning  provided  
in  the  students¶  homes  and  in  the  community.  Learning  and  training  can  begin  prior  to  
working  in  a  community  by  re-­learning  the  history  of  Aborigional  people  and,  
colonialism  and  by  exploring  examples  of  educational  practices  that  have  been  harmful  to  
student  success  as  well  as  educational  practices  that  have  been  successful.    
It  is  important  to  remember  that  success  is  not  always  based  on  academic  
achievements.  Two  of  the  First  Nations  educators  spoke  of  their  own  personal  challenges  




while  going  through  the  education  system.  They  spoke  of  feeling  lost,  and  not  seeing  
their  own  identity  in  the  education  system.  Though  these  educators  continued  their  
education,  it  is  a  strong  reminder  of  why  so  many  others  struggle  to  continue  in  the  
current  education  system*RXOHWVD\VWKDW³social  struggles  are  enacted  in  
classroom  practice  where  Aboriginal  students  can  encounter  an  ethnocentric  curriculum,  
authoritative  relationships,  racist  attitudes,  and  prejudicial  beliefs  about  their  inferiority  
RUGHILFLWV´S.  She  shared  stories  of  experienced  educators  to  show  how  sharing  
knowledge  and  exprerience  is  an  important  method  of  learning  for  other  educators.  In  my  
own  experience,  I  felt  that  the  majority  of  my  learning  how  to  teach  in  a  remote  
community  came  from  listening  and  learning  from  the  experienced  educators  that  I  was  
fortunate  enough  to  call  my  colleagues.  They  were  able  to  share  their  experience  and  
direct  me  to  the  community  for  many  resources  and  learning  opportunities  for  both  me  
and  my  students.    
The  knowledge  shared  in  this  research  extends  the  knowledge  in  previous  
literature  as  it  explores  who  the  teacher  is  in  connection  to  student  success  and  it  
responds  to  concerns  regarding  teacher  training,  learning  resources  and  improving  
student  success  within  First  Nations  education,  showing  some  promising  avenues  for  
non-­Native  teachers  teaching  in  remote  First  Nations  communities  to  pursue.  The  
knowledge  shared  in  this  study  points  to  the  effect  teachers  have  on  student  success.  A  
non-­Native  teacher¶s  learning  journey  begins  with  the  foundation  of  sincerety  and  
honesty;;  from  this  place,  all  other  areas  of  learning  can  develop,  such  as  building  
reciprocal  relationships,  respecting  the  role  of  the  visitor,  and  a  willingness  to    learn  from  
the  knowledge  and  experience  of  others.  Non-­Native  educators  must  be  willing  to  reflect  




on  their  own  teaching  practices  ±  making  adjustments  when  needed  in  order  to  meet  the  
needs  of  the  students  and  be  part  of  the  advancement  of  student  success.    
Previous  research  has  found  non-­Native  teachers  to  be  concerned  over  lack  of  
training  in  English  as  a  Second  Language,  cultural  awarness,  and  appropriate  learning  
resources  (Agbo,  2006;;  Berger  &  Epp,  2007;;  Harper,  2000).  Harper  (2000)  asks:  ³,VLW
really  possible  to  prepare  teachers  from  elsewhere  for  work  and  life  in  the  North?  If  it  is  
possible,  how  do  we  best  prepare  teachers  for  careers  in  remote,  northern,  band-­
FRQWUROOHGVFKRROV´S?  The  response  to  this  question,  and  to  the  concern  about  lack  
of  resources  is  threefold;;  from  personal  reflection,  experienced  colleagues,  and  
community  members  (parents,  Elders,  community  members).  It  begins  by  helping  non-­
Native  teachers  to  learn  to  work  with  the  community.  Stairs  (1995)  describes  a  difference  
between  Native  and  non-­Native  teachers:    
  Most  basically,  non-­Native  teachers  identify  primarily  with  the  formal  education  
system  and  strive  to  bring  the  community  into  the  school,  while  Native  teachers  
identify  with  their  communities  and  strive  to  make  the  school  a  significant  part  
RIWKHVWXGHQWV¶FRPPXQLW\OLIH.  (p.  147)  
  
Non-­Native  teachers  can  learn  from  experienced  educators  in  the  community,  
IURPSDUHQWVDQGIURPFRPPXQLW\PHPEHUVWROHDUQKRZWR³PDNHWKHVFKRROD
VLJQILFDQWSDUWRIWKHVWXGHQWV¶FRPPXQLW\OLIH.´The  learning  and  training  structure  may  
look  different  than  their  experience  in  the  Faculty  of  Education;;  therefore,  it  is  important  
for  educators  to  initiate  their  own  opportunities  for  learning.  In  remote  communities,  the  
learning  and  training  will  depend  on  personal  initiative  and  a  willingness  to  listen  and  
learn  along  with  their  ability  to  reflect  on  their  previous  ideas  of  teaching  and  education.  
Those  willing  to  become  teacher  and  learner  will  find  numerous  resources  and  
oppportunities  for  learning.  




A  challenge  for  many  First  Nations  schools  is  hiring  quality  educators  who  will  
work  well  in  the  school  and  the  community.  In  response  to  this  challenge,  two  educators  
who  are  also  community  members  suggest  the  implementation  of  community  training.  
Mary  Oskineegish  suggested  WKDW³LWZRXOGEHDJRRGLGHDLIWHDFKHUs  would  come  in  to  
WKHFRPPXQLW\KDYHDWHDFKHURULHQWDWLRQLQWKHFRPPXQLW\´DQGQRWVROHO\LQXUEDQ
communities.  Another  First  Nations  educator  suggested  that  Faculty  of  Education  
programs  allow  for  student  placement  to  take  place  in  First  Nations  communities,  and  not  
solely  in  urban  communities.  There  have  been  some  improvements  in  teacher  training  
and  even  student  placements  occurring  in  Aboriginal  communities  (Bell,  2004);;  however,  
the  concerns  and  ideas  made  by  educators  suggest  that  further  improvements  in  the  hiring  
educators  are  needed.      
The  ideas  that  have  emerged  from  this  research  generate  future  research  questions  
that  are  beyond  the  scope  of  this  project.  Future  research  questions  in  need  of  exploration  
are:  How  would  the  development  of  formal  training  in  each  community  assist  the  
transition  for  non-­Native  teachers?  Can  Faculty  of  Education  programs  work  with  
communities  to  develop  collaborative  training  and  practicum  opportunities?  Can  
Faculties  of  Education  assist  teachers  to  understand  how  colonization  impacts  education  
and  impacts  student  success?  As  First  Nations  education  changes  to  meet  the  needs  of  the  
students,  the  role  of  the  non-­Native  teacher  will  have  to  change  alongside  it.      
Thinking  of  my  own  experience  teaching  in  a  remote  First  Nations  community  in  
northern  Ontario  I  would  say  that  I  tried  to  listen  and  learn  and  I  laughed.  I  remember  
laughing  with  the  students  every  day  and  thinking  there  is  nothing  more  rewarding  than  
having  fun  while  teaching  and  learning.  The  laughter  helped  a  great  deal,  especially  on  




those  challenging  days  when  mistakes  were  made,  and  lessons  did  not  go  as  planned.  Re-­
learning  everything  that  I  knew  about  education  was  a  difficult  task  at  times,  but  without  
the  support  and  guidance  of  experienced  educators,  parents  and  community  members  my  
experience  could  have  been  much  more  difficult.  As  I  listened  to  the  experienced  
educators  in  this  study  I  often  found  myself  reflecting  on  my  own  experience,  identifying  
times  when  I  listened  to  the  students  needs,  cringing  at  the  times  that  I  should  have  done  
better,  and  wishing  that  I  had  arrived  with  far  more  knowledge  of  First  Nations  history,  
colonialism,  and  holistic  learning.    
My  goal  throughout  this  work  was  to  support  student  success.  By  exploring  the  
relationship  between  the  non-­Native  teacher  and  First  Nations  student  success  I  had  
hoped  to  describe  how  teachers  can  develop  culturally  responsive  lessons  that  ensure  a  
positive  learning  experience.  What  I  ended  up  learning  was  the  effect  DWHDFKHUV¶attitude  
has  on  his  or  her  role  in  the  community  and  ability  to  connect  with  and  teach  students.  
The  culturally  responsive  lesson  plan  comes  second  to  who  the  teacher  is.  A  sincere,  open  
and  positive  teacher  will  become  open  to  re-­learning  and  re-­adjusting  his  or  her  teaching  
approach,  will  adopt  the  knowledge  and  values  of  the  community,  and  will  find  numerous  
ways  of  including  Elders,  language,  land  based  learning,  and  community  members  into  
the  learning  environment.    
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   a)  Less  than  5  years  
   b)  5  ±  10  years  
   c)  10-­15  years  
   d)  More  than  15  years  
  
3.  What  is  your  background  in  teaching/working  within  Aboriginal  education?  
  
4.  Have  you  mentored  a  non-­Aboriginal  teacher?  (ie.  formally  or  informally  assisted,  
SURYLGHGDGYLFHHWF«  
  
Personal  Teaching  Philosophy:  
  
,Q\RXURSLQLRQKRZLPSRUWDQWLVLWIRUWHDFKHUVWRLQFOXGH)LUVW1DWLRQVVWXGHQWV¶
culture  (ie.  values,  norms,  traditions,  &  language)  into  their  classroom?  
  
6.  In  your  experience,  how  does  the  inclusion  of  First  Nations  culture  affect  students  in  
school?  
  
7.  Could  you  share  some  of  your  experiences  in  developing  and  teaching  successful  
teaching  practices/lessons?  
  
7.  How  do  you  assess  and  evaluate  student  success?  (i.e.  how  do  you  know  that  you  have  
provided  a  successful  classroom  lesson  for  the  students?)  
  
Advice  to  new  teachers:  
  
8.  What  advice  do  you  have  for  non-­Aboriginal  teachers,  who  are  going  to  teach  in  a  
remote  FLUVW1DWLRQV¶FRPPXQLW\LQQRUWKHUQ2QWDULRRQEHVWWHDFKLQJSUDFWLFHV"  
  
9.  In  your  opinion,  what  is  the  best  way  a  non-­Aboriginal  teacher  can  be  respectful  while  
ZRUNLQJLQDUHPRWH)LUVW1DWLRQV¶FRPPXQLW\"  
  
10.  In  your  opinion,  what  is  the  best  way  a  non-­Aboriginal  teacher  should  approach  
colleagues  or  community  members  to  aid  in  their  development  of  culturally  appropriate  
lessons?  
  
11.  What  characteristics  are  necessary  for  non-­Aboriginal  teachers  to  be  successful  in  
WHDFKLQJ)LUVW1DWLRQV¶VWXGHQWV"  





12.  Do  other  factors  affect  the  ways  in  which  a  teacher  can  become  a  successful  teacher  









































Appendix  B:  email  message  to  potential  participants  I  personally  know  
  
To:  (potential  participant)  
  
I  am  currentO\ZRUNLQJRQDWKHVLVUHVHDUFKDW/DNHKHDG8QLYHUVLW\IRUWKH0DVWHU¶VRI
Education  program.  I  am  interviewing  teachers  who  have  worked  in  a  remote  Aboriginal  
community  in  northern  Ontario  in  order  to  help  new  non-­Aboriginal  teachers  become  
successful  teachers  for  Aboriginal  students.  I  would  like  to  interview  you  for  this  project  
as  you  have  experience  creating  successful  educational  practices  and  have  knowledge  
that  would  be  of  great  benefit  on  this  topic.    
  
I  have  attached  a  description  and  consent  form  along  with  the  questions  that  I  would  ask  
during  the  interview  for  your  consideration.  Participation  is  completely  voluntary.  If,  
after  reviewing  the  description  and  consent  form,  you  are  interested  in  participating,  
please  let  me  know.    I  would  contact  you  by  phone  to  answer  any  questions  you  might  
have  before  deciding  on  whether  to  take  part.  
  
We  could  then  arrange  to  complete  the  interview  at  a  mutually  determined  date  and  time,  
either  in  person  or  by  telephone.  If  you  have  any  questions  please  feel  free  to  contact  me  
at:  mmoberly@lakeheadu.ca  or  (807)  285  3947.  
  
This  research  has  been  approved  by  the  Lakehead  University  Senate  Research  Ethics  
Board.  My  supervisor  is  Dr.  Paul  Berger,  Associate  Professor,  and  my  committee  



























Appendix  C:  email  message  to  potential  participants  referred  by  others    
  
To:  (Potential  participant)  
  
0\QDPHLV0HOLVVD2VNLQHHJLVK,DPDVWXGHQWLQWKH0DVWHU¶VRI(GXFDWLRQSURJUDPDW
Lakehead  University.  I  am  conducting  thesis  research  based  on  my  own  experience  as  a  
non-­Aboriginal  teacher  who  taught  in  a  remote  First  Nations  community  in  northern  
Ontario.  I  am  interviewing  teachers  who  have  worked  in  a  remote  Aboriginal  community  
in  northern  Ontario  in  order  to  help  new  non-­Aboriginal  teachers  become  successful  
teachers  for  Aboriginal  students.  I  have  your  name  as  someone  who  would  be  good  to  
interview  from  _____________.  I  would  like  to  interview  you  for  this  project  as  you  have  
experience  creating  successful  educational  practices  and  have  knowledge  that  would  be  
of  great  benefit  on  this  topic.    
  
I  have  attached  a  description  and  consent  form  along  with  the  questions  that  I  would  ask  
during  the  interview  for  your  consideration.  Participation  is  completely  voluntary.  If,  
after  reviewing  the  description  and  consent  form,  you  are  interested  in  participating,  
please  let  me  know.    I  would  contact  you  by  phone  to  answer  any  questions  you  might  
have  before  deciding  on  whether  to  take  part.  
  
We  could  then  arrange  to  complete  the  interview  at  a  mutually  determined  date  and  time,  
either  in  person  or  by  telephone.  If  you  have  any  questions  please  feel  free  to  contact  me  
at:  mmoberly@lakeheadu.ca  or  (807)  285  3947.  
  
This  research  has  been  approved  by  the  Lakehead  University  Senate  Research  Ethics  
Board.  My  supervisor  is  Dr.  Paul  Berger,  Associate  Professor,  and  my  committee  
























Appendix  D:  Description  and  Consent  Form  
  
              
How  can  non-­Aboriginal  teachers  best  develop  culturally  responsive  programs  in  
remote  Aboriginal  communities?  Learning  from  the  Experts.  
  




I  am  currently  working  on  a  research  study  that  looks  at  how  non-­Aboriginal  teachers  can  
learn  to  develop  culturally  responsive  programs  in  remote  northern  Aboriginal  
communities.  I  hope  to  address  this  question  by  interviewing  experienced  educators  
(Aboriginal  and  non-­Aboriginal  allies)  who  have  mentored  non-­Aboriginal  teachers  
and/or  who  have  developed  successful  educational  practices  for  Aboriginal  students.  I  
would  like  to  interview  you  for  this  research  study  as  I  believe  that  your  knowledge  and  
experience  in  Aboriginal  education  can  be  of  great  benefit  to  new  teachers  who  seek  to  
work  with  Aboriginal  students.    
  
Description  of  the  project:  This  research  study  seeks  to  honour  the  knowledge  and  
experience  of  educators  who  have  worked  in  remote  communities  in  northern  Ontario.  
The  information  regarding  the  development  of  culturally  responsive  practices  will  help  
non-­Aboriginal  teachers  recognize  the  knowledge,  training  and  mentorship  that  can  arise  
in  each  community  and  help  teachers  become  better  teachers,  which  will  ultimately  
impact  the  success  of  Aboriginal  students.  
  
Interviews:  I  will  conduct  interviews  in  person  or  by  phone,  for  approximately  one  hour  
or  when  you  feel  you  are  finished.  Participation  is  voluntary  and  you  are  under  no  
obligation  to  be  interviewed.  If  you  chose  to  be  interviewed  you  may  refuse  to  answer  
any  question,  and  you  may  stop  at  any  time  without  penalty.    
  
I  have  attached  the  questions  for  your  consideration.  The  questions  will  be  used  as  a  
guide  but  will  not  be  followed  rigorously  as  I  encourage  you  to  share  what  you  feel  is  
important  on  this  topic.  The  guiding  questions  will  ask  what  you  think  is  important  for  
non-­Aboriginal  teachers  to  know  to  be  successful  teachers,  as  well  as  ask  you  to  share  
your  experience  in  best  practices  in  Aboriginal  education.  If  you  agree,  I  will  audio-­
record  the  interview.  
  
You  will  be  invited  to  review  the  transcript  of  the  interview  to  check  for  accuracy  in  
representation  and/or  to  make  additions  or  comments.  
  
Risks  &  Benefits:  No  known  risk  is  associated  with  participation  in  the  research.  A  small  
token  of  thanks  will  be  given  after  the  interview.  
  
Confidentiality  &  Data  Storage:  Your  name  and  other  identifiable  information  will  
remain  confidential,  unless  you  prefer  to  have  your  name  used.  All  interview  data  will  be  




safely  stored  at  Lakehead  University  for  a  period  of  five  years.  
  
Research  Results:  Research  results  will  be  shared  in  the  thesis;;  and  may  be  shared  in  
reports;;  academic  journal  articles;;  academic  presentations;;  and  workshops  for  teachers.    
  
Researcher  Information:  The  research  is  being  conducted  by:  
  
Melissa  Oskineegish      0DVWHU¶V6WXGHQW)DFXOW\RI(GXFDWLRQ  
                              Lakehead  University,  955  Oliver  Road,  Thunder  Bay,  Ontario,    
         P7B  5E1  




Paul  Berger      Associate  Professor,  Faculty  of  Education  
         Lakehead  University,  955  Oliver  Road,  Thunder  Bay,  Ontario  
         P7B  5E1  
         email:  paul.berger@lakeheadu.ca  tel:  807  343  8708    
         fax:  807  344  6807  
  
The  research  has  been  approved  by:  
  
Lakehead  Research  Ethics  Board:  (tel:  807  766  7289)  
  
  
I,  _______________________,  have  been  fully  informed  of  the  objective  of  the  research  
being  conducted.  I  understand  these  objectives  and  consent  to  being  interviewed  for  the  
project.  I  understand  that  I  can  choose  whether  or  not  my  name  will  be  used.  I  understand  





I  would  like  to  remain  anonymous              or      I  would  like  my  name  used  in    
in  presentations  and  writing  about         presentations  and  writing  about  
this  research                  this  research  
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Signature  of  the  witness             Date  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
 
